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FOREWORD 



Hie work reported here, covering a short period at the end of 1965 
end the beginning of 1966, was an extension and continuation of Cooperative 
Research Project 0B-S-10-174. Taken together, the two reports describe a 
period of development from August 1964 through March 1966 in which the 
Social Science Education Consortium explored mays of obtaining greater 
cooperation and communication awing the various kinds of people who are 
concerned with creative innovation in social science education— including 
classroom teachers, curriculum directors, school administrators, university 
educators and social scientists. 

Since the parts of this report were produced at different times and 
not in the sequence given here, pagination is not consecutive. A system 

of colored title pages has been used to guide the reader, as indicated in 
tha Table of Contents. 
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REPORT OF ACTIVITIES 



Conference 

A conference on "Concepts and Structure in the New Social Science 
Curricula" was held at Purdue University on January 29-30, 1966. The 
principle purpose of the conference was to get social science curriculum 
project people together to exchange views on a particular aspect of project 
work, namely, how they go about selecting and conceptualising the content 
for their curriculum materials. 

A majority of the major academically-based social science education 
projects in the country were represented at the conference. In addition, 
there were classroom teachers, curriculum directors, principals, university 
educators and social scientists. Enthusiasm on the part of conference p ar ti c- 
ipants, both to the invitations and in post-conference communications, indicate 
the important need served by the conference. 

A report of the talks given and the discussions at the conference is 
included in this report. 

Values in the Curriculum 

This contract permitted continuation and completion of work being done 
by the Consortium on the place of values in the classroom and in social studies 
curricula. Include 1 in this report are three papers by Professor Michael 
Scriven of Indiana University. The first, "Morality," is on the fundamental 
bases of ethical behavior, with particular emphasis on the relationship 
between ethics and rationality. 

Professor Scriven* s second paper is on "Value Claims indie Social 
Sciences," and applies the position established in his first paper to the 
particular question of how values and ethics are related to the social 
sciences. His third paper, "Student Values as Educational Objectives," 
deals with the relationship of value claims in the social sciences to 
values and ethics in education. 

In connection with the research and writing of these reports. Professor 
Scriven has done some preliminary work on methods to be used in incorporating 
in curriculum materials his approach to values. 
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The Teacher 

Work was completed on several activities related to classroom teaching 
of the social studies. 

A pilot survey of social studies curricula, teaching methods, teachers* 
attitudes and teacher preparation was conducted by the Social Science Teachi 
Institute at Michigan State University, under the direction of Professor 
Wilbur Brookover, Director of the Institute. Development of instruments 
for a national survey was completed, and efforts are being made by the 
Institute to secure financing for such a survey. A report on the pilot 
work is included in this report. 

Also at the Social Science Teaching Institute at Michigan State, partia 
support was given to an experimental program in the use of comparative cul- 
tures to teach vocational and citizenship education. A brief report on that 
work is included below. 

At the University of Chicago, under the direction of Professor Thelen, 
several experiments in United States History classes were done to determine 
the relative efficacy of different modes of motivating students to organize 
and undertake academic tasks. The research was carried out by Keith Elkins 
and Martha Porter, whose reports are included below. 

Evaluation 

A research paper on "The Methodology of Evaluation" by Professor Michael 
Scriven of Indiana University, previously completed, was produced for general 
dissemination under this contract. The paper is included in this report. 

Teacher- Intern 

The Consortium 1 s teacher-intern program was continued under this con- 
tract. Mr. W. W. Stevens, a social studies teacher from Homewood Flossmoor 
(Illinois) High School, is spending the current academic year with the SSEC, 
visiting curriculum projects to talk about their work and the work of the 

Consortium, analyzing curriculum materials, and participating in much of the 
ongoing work of.the Consortium. 

It was possible for Mr. Stevens, under this contract, to visit several 
work sites of interest to the Consortium. One was to the Merrill -Palmer ! 
Institute for Human Development and Family Life, in Detroit, to talk with 
the staff there about their applications of work done for the Consortium 
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to classroom experimentation. Another visit was to the Birmingham, Michigan 
Schools, where a team of social scientists and educators, organized with the 
assistance of the Consortium, is working with the social studies supervisor 
to revise the curriculum. A third visit was to the Curriculum Development 
Center at the Carnegie Institute of Technology. 

Mr. Stevens has also made two visits to his school during this period, 
to talk with the people in his department about his work with the Consortium. 



Dissemination 

A major part of the work of producing the results of Consortium activi- 
ties for general dissemination wac accomplished during the period of this 
contract. Sixteen reports, totalling about 850 pages, are being distributed 

to curriculum projects, teachexs, curriculum committees and others interested 
in the work of the Consortium. 

Newsletter 

The principal means of disseminating information about the availability 
of Consortium materials is the current newsletter, financed by this grant, 
which descr hes nil of the sixteen available reports. The newsletter also 
contains a lead article on "Values in the Curriculum," which grew out of 
Professor Scriven's work for the Consortium, and several shorter articles 
of general interest for social science education. 

The newsletter is distributed to a regular mailing list of about 1000 
persons, most of whoa are on the list by request and a number of whom receive 
multiple copies for distribution within their schools or departments. A 

special mailing of the newsletter to social studies educators not on the 
mailing list is being sent. 
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This publication is a report of a conference held at Purdue University 
on January 29-30, 1966, supported in part by a developmental contract of 
the United States Office of Education, made with Purdue University for the 
Social Science Education Consortium. 
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FOREWORD 



Most of the new social science curriculum projects have begun their work 
with an intensive and sometimes prolonged study of the subject matter to be 
included in the curriculum. A number of outstanding scholars in the various 

social sciences have participated in these inquiries. The subject matter 

***** 

that has been analyzed and selected for use in the curriculum is often 
referred to as ''Concepts,” ‘‘Fundamental ideas," "Basic Concepts,” "System of 
Concepts," "Structure," and "Structure of Discipl ines." 

School curriculum committees and educators have for many years undertaken 
a similar task, publishing dozens of "Scope and Sequence" charts and hundreds 
of lists of "Understand ings." But the new professionally-oriented and disci- 
pline-oriented projects, staffed in part and aided extensively by social 
scientists, financed by government agencies and foundations, and intent upon 
a more academic approach to social studies, have thus far published very few 
of their "Understandings." (A notable exception is Roy A. Price, Gerald R. 
Smith, and Warren L. Hickman, Major Concepts for the Social Studies . Social 
Studies Curriculum Center, Syracuse University, 1965.) 

There is, of course, a question as to whether "Understandings," "Concepts, 
or "Structure" should be an explicit element in the construction and presen- 
tation of curriculum materials. Some have felt that such an emphasis leads 
to atomization, dehydration and stultification— a diversion from the "Processes 
"Discovery," "Inquiry," and "Mature Understanding" that many projects stress. 

On the other hand, most projects have felt the necessity for exploring 
at the beginning of their work the content to be included in their curricula. 
Without prejudging the question of whether concepts or structure should be an 
explicit part of either classroom materials or teacher-training materials, the 
Social Science Education Consortium has felt that there could be great value 
in an early exchange of ideas among project workers about approaches taken to 
social science content in the new curricula. Such an exchange was the task 
proposed for the conference reported here, in the hope that it will contribute 
to the improvement of the large and growing amount of academically-based 
curriculum work, by cross- fert i 1 ization of disciplines and projects and by 
sharpening both hindsight and foresight on the best approaches to curriculum 



content. 



Speakers for the conference were selected to represent a broad range of 
subjects and a number of diverse approaches to curriculum content. A historian 
and a geographer spoke about new developments in their own fields, and con- 
sidered the question of whether the broadening curriculum activities of all 
the social sciences are competitive with or complementary to their own long- 
established places in the curriculum. Five persons who have worked intimately 
with creative projects based primarily or entirely on non- trad i tional social 
studies content presented their approaches to concepts and structures. 

Experts from two important complementary disciplines contributed to the 
conference. Two philosophers of science brought their expertise to bear on 
the conference discussions of “Concepts," "Structure of Knowledge," "Facts," 
and "Values." A child development psychologist analyzed the conference dis- 
cussion in the light of what he and his colleagues know about the sequencing 
and acquisition of "Concepts" and the learning of "Structure." 

Responses to our invitations to the conference were enthusiastic, and 
reactions of participants after the conference, both verbal and written, were 
still more enthusiastic. I think these responses can be attributed largely to 
the great need that is felt for confrontations of the kind that were possible 
at the conference— among curriculum project people, social scientists, univer- 
sity educators, teachers, curriculum directors and school administrators. I 
hope this record of the meeting has captured, in readable form, both the 
expositions and the confrontations that made the conference both rich and 
memorable for those who attended it. 

Providing a record of the conference discussions posed the greatest 
problem for the editor. The decision to present it in dialogue form was in- 
fluenced primarily by his reluctance to bury colorful phrases and clashing 
opinions in indirect discourse. The price of this color is paid in occasional 
discontinuities that shoot off like tracks in a cloud chamber. But as conference 
chairman, the editor was able to exercise some ad hoc control over the discussion, 
and as editor he could add post hoc control— mostly to reduce the volume of 
words, to a lesser extent to rearrange content. 

I am grateful to several conference participants for their assistance in 
editing various parts of the proceedings. The time available before it was 
necessary to complete this report was not sufficient to allow the speakers to 
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revise and edit their talks as some would have liked, nor to have the discus* 
sion chapters reviewed by participants. The editor assumes full responsibility 
for all of the things reported herein which participants did not say, did not 
mean, or wish they had not said. 
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CHAPTER I 
THE NEW SOCIAL SCIENCE CURRICULA 

Irving Horrissett 
Purdue University 

* . • • * 

Concepts 

A concept is an abstraction— an idea generalized from particular cases. 
Abraham Kaplan has described a concept as "a prescription for organizing the 
materials of experience so as to be able to go about our business. ...What 
makes a concept significant is that the classification it institutes is one 
into which things fall, as it were, of themselves. It carves at the joints, 
Plato said." A useful concept should identify a cluster of properties that 
usually go together and that have a meaningful relationship to each other. 

An example of a concept that is not very useful is “epilepsy," a term that 
groups a number of particular instances that have only the superficial symptom 
of seizures in common, and that differ in their more significant characteristics. 
This example suggests that concepts may serve purposes beyond that of mere 
description. We want a definition that “carves at the joint," for example, 
so that the dinner host, employing the concept of “thigh" to guide his attack 
on the roast chicken, will avoid chopping at the midpoint of the femur. 

Concepts are commonly used in constructing curricula. When the objectives 
of a curriculum or a unit are stated, the understanding of certain ideas, or 
concepts, is usually included. The listing is selective: "key" ideas or 

concepts are chosen. The objectives may include, for example, an understanding 
of "measurement," "society," "fairness," "subtraction," or "economic system." 
Whether the concepts are useful depends on something beyond their customary 
acceptance and their teachability; it depends on their relationship to a 
larger body of knowledge. 

Concepts are the basis for any scheme of classification. Classification, 
or taxonomy, is a prominent part of every curriculum, particularly in the 
early grades. It is important for teachers and children to understand the role 
that concepts and classification play in learning. "Every taxonomy, Kaplan 
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wrote, u is a provisional and implicit theory . 1,2 
Structure 

Structure is the arrangement and interrelationship of parts within a whol 
A structure can refer to the relationship of concepts to each other; for 
example, the concepts of “money" and “ spend ing“ may be related to each other 
in a structure called “an economic system . 11 Conversely, a concept may itself 
have a structure. We can think of “an economic system ' 1 as a concept, and we 
can investigate its structure— i ts parts (including “money" and “spending 11 ) 
and their relationships to each other. 

A typical social studies unit has a list of objectives to be achieved, or 
understandings to be learned. I have frequently applied to these lists what 
I call “the shuffle test for structure." The test is applied by shuffling 
the individual items in the list. and then making a judgment about whether 
anything was lost in the process. If there is no noticeable difference in the 
usefulness of the list after the shuffling, the test indicates that the 
original list was without structure. Whether a lack of structure in the list 
of objectives means that there is a corresponding lack of structure in the 
materials themselves can be debated; it can also be investigated. I suspect 
that failure to pass the shuffle test frequently indicates that the accompanyir 
curriculum materials contain isolated, unstructured pieces of content. 

The ordering of units within a social studies course may also fail to 
pass the shuffle test, though perhaps less frequently than is the case with 
the objectives of a unit. If units are ordered chronologically, as in many 
history courses, the structure will be lost in the shuffle test; but it is an 
open question whether chronological ordering provides a useful structure. 

Units may also be ordered according to the spiral theory, which says that 
children learn best if they start with content closest to themselves and move 

outward into the wide world. The spiral theory is widely accepted, but largely 
untested. 

What is new in "the new social studies curricula" is increasing emphasis 
on a new kind of structure that is different from chronology and from the 

spiral theory. The new structure is the scientific structure of the social 
science disciplines. 
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Theory 

A theory is a general statement about relationships among facts. The 
facts that are a part of a theoretical statement are not isolated facts, but 
idealized facts; they have been organized into concepts. A theory is a 
structure of concepts; it states a relationship— often a causal relationship— 
among the concepts. 

It was a great insight of Kant that “concept formation and theory for- 
mation go hand in hand . 11 Concepts are the building blocks of theories, and 
therefore good theories depend on good concepts. To pursue the analogy of 
Plato with which we began, it would be difficult to devise a good theory about 
the mechanics of how a chicken runs, without the concept of “joint . 11 But the 
discovery of good concepts is, conversely, dependent on good theories. At the 
risk of pursuing the poultry analogy too far, we can note that this is the 
familiar chicken-and-egg problem. 

The solution to the dilemma is, of course, a process of successive approx* 
i mat ion, in which better theories lead to better concepts and better concepts 
lead to better theories. An important corollary is that we must be willing 
to discard old theories for new and old concepts for new. 

It is the essence of theory that it organizes and simplifies the profusion 
of facts in the world. “Nature must be much simpler than she looks to us , 11 
said the eminent biologist Albert Szent-Gyorgyi. “To the degree to which our 
methods become less clumsy and more adequate, things must become not only 
clearer, but very much simpler, too. Science tends to generalize, and 
generalization means simpl if ication.“ At a low level of generalization, 
concepts simplify facts; at a high level of generalization, theories simplify 
facts. 

Structure and Theory in the Curriculum 

In his much-quoted book. The Process of Education ,** one of Bruner's two 
major themes is that elementary and secondary education should make much 
greater use of the structure of the disciplines. (The other major theme is 
that we can begin to teach that structure in the very early years.) The 
principal reason he gives for the increased use of structure is very compel- 
ling: it simplifies the process of learning. Simplification is achieved in 
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four ways: structure makes a subject more comprehensible; it facilitates 

memory of a subject; it contributes to transfer of learning from one subject 
to another; and it facilitates intuitive thinking. 

Bruner scarcely mentions '’theory 1 ' in The Process of Education , and one 
can surmise that he had two reasons for this omission. One reason could be 
that he did not want to frighten the people whom he wants to influence. The 
other could be that he wanted to emphasize the importance of many generali- 
zations and relationships that belong to the theory family but are not complex 
enough to be called theories. Clearly he had in mind theories, or parts of 
theories, or incipient theories. Hus examples of structure include exercises 
in constructing units of measurement, in relating the Triangular Trade of the 
American colonies to the general need of people to trade, and in locating hy- 
pothetical cities on an unfamiliar map which shows only physical features. 

Joseph Schwab has also stressed the importance of teaching the structure 
of disciplines. He argues that they should be a part of the curriculum; and, 
even more significant, that 

they are important to teachers and educators: they 

must be taken into account as we plan curriculum 
and prepare our teaching materials; otherwise, our 
plans are likely to miscarry and our materials, 
to mis teach. 6 

Science can no longer be considered a process of gathering, reporting, 
and summarizing facts, Schwab says. Progress in science depends on concep- 
tions, on deliberate constructions of the mind. The conceptions tell us what 
facts to look for; it is impossible to look at everything. They also tell us 
how to interpret the facts; and the facts, when we try to fit them into our 
structures, may tell us that we should modify our structures. 

Like Bruner, Schwab seems to shy away from “theory. 11 He speaks freely 
of “principles,* 1 ll laws, u "patterns, 11 "bodies of knowledge," "truth, i; and 
"inquiry," but avoids the terms "theory'-' and "theorizing." Structure, as 
Schwab defines it, is a part of the process of theorizing; but Schwab is 
clearly talking about theories and theorizing. His arguments for the use of 
the structure of disciplines are rich with examples drawn from theory— from 
biology and modern physics, for example. 

Lawrence Senesh has been developing his "organic curriculum^ 1 since 1959 * ^ 
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The organic curriculum is a well-articulated structure of concepts and rela- 
tionships, based primarily on economics but embracing more of the social 
sciences as the basic idea has grown and been incorporated into curriculum 
materials. The curriculum is "organic" in two senses. Like a plant, it has 
a structure that matters; it can pass the "shuffle test. 41 And, like a plant, 
it grows, beginning in the early years with a structure that contains the 
most important elements of the subject in simplified form, and growing in 
depth and complexity through successive grades. 

Unlike Bruner and Schwab, Senesh has not been shy about mentioning 
“theory." The organic curriculum is intended to be a theoretical structure, 

in tune with up-to-date substantive and methodological findings in the social 
sciences. 



Structure and Theory In the New Social Science Curricula 

The major emphasis of the new social science curricula, as of the new 
curricula in the natural and physical sciences, is on the theory and methods 
of science— or on the concepts and syntax of the disciplines, as Schwab has 
put it. This is true of the Anthropology Curriculum Study Project, at the 
high school level; the elementary anthropology projects at Educational 
Services Incorporated and the University of Georgia; the "episodes" under 
development by Sociological Resources for Secondary Schools; the Developmental 
Economic Education Program of the Joint Council on Economic Education; the 
Senesh elementary economics program; the San Jose Economics 12 program; the 
high-school economics program at Ohio State University; the University of 
Chicago 1 s Elementary School Economics program; the University of Michigan^ 
elementary Social Science Education Program; the eclectic Projects Social 
Studies at the Universities of Illinois and Minnesota; and others. One could 
characterize some of these projects as putting more emphasis on teaching 
theoretical content, others as stressing the methods of investigation— "doing 
what scientists do." 

The situation is somewhat different with the new geography and history 
projects. These disciplines have never claimed a theoretical body of knowledge 
in the same sense as those possessed, or being developed by the natural, 
physical, and social sciences. The High School Geography Project is making 
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use of those limited bodies of theory which it shares with other disciplines— 
particularly location theory, which it shares with economics, and cultural 
anthropology. To a greater extent, it is stressing the methods of geographers, 
particularly methods of observing and classifying natural phenomena, and 

methods of studying the effects of physical environment on the historical 
development of man. 

The projects which are oriented primarily to history, at Carnegie Tech, 
Amherst, Northwestern and Educational Services Incorporated, making no claim 
to a body of theory, have gone all-out on methods of investigation. They are 
presenting their students with a fascinating array of original documents— 
diaries, news stories, maps, contemporary accounts, and so on— and challenging 
them to analyze and interpret them. Both deduction ("Do the documents support 
the judgments of history?") and induction ("What do you make of the evidence?") 
are encouraged, with induction a somewhat more popular approach. 

Concepts in the Syracuse Project 

A. very useful contribution to conceptualization of the social sciences 
for curriculum purposes has been made by the Social Studies Curriculum Center 
ac Syracuse University. Midway in its five-year project, it has recently 
published a booklet describing thirty-four concepts selected by its project 
workers and consultants as some of the most significant ideas on which to 
build elementary and secondary curricula. 8 The list came out of hundreds of 
pages of background papers and numerous project conferences. One of the con- 
cepts, "Conflict- Its Origin, Expression, and Resolution," is elaborated in a 

24-page appendix, to show how rich a structure can be built upon one of the 
concepts. 

The Syracuse list is made up of eighteen "Substantive Concepts," including, 
for example, sovereignty, power, scarcity, habitat, institution and social 
change; five "Value Concepts," including dignity of man, empathy, loyalty, 
government by consent, and freedom-and-equal ity; and eleven "Concepts of 
Method," including objectivity, interpretation, evaluation and evidence. Most 
of these concepts cut across two or more of the established social-science 
disciplines. The list is a challenge to other projects to make available 
similar work they have done in the course of thinking about curriculum content. 

An important purpose of documents such as the Syracuse publication is— like 
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the purpose of this conference— to encourage dialogue early in the process of 
curriculum development. Let me begin the dialogue by raising a few questions. 

First, should “basic ideas or concepts" be identified with "structure"?^ 
The book itself has a form of what I would call “structure 51 *— the division of 
concepts into “substantive," “method" and "value." But it does net discuss 
the idea of structure. Nor is an effort made to build each group of concepts 
into a structure (that is, none of the three sections could pass the “shuffle 
test for structure"); this is a matter that the project will have to deal with 
when and if it develops an integrated course. 



Second, what is the significance of listing “historical method and point 
of view 11 and “the geographical approach 11 as “concepts of method* 1 ? I suspect 
this is evidence that the project made no more progress than have most others 



in figuring out what is the relationship of geography and history to the 
(other?) social sciences. One searches the list in vain for a substantive con 
cept to identify with history or geography, as “culture" is related to anthro- 
pology. "power" to political science, and "scarcity 11 to economics. These 
problems of kinship and paternity, suggested by the Syracuse list, also arise 



in the following chapters of this report. 

Finally, what can be done with the "value concepts**? The book discusses 
the problem posed by society's conflicting demand that the schools should teach 
“good citizenship," while avoiding “indoctri nation .* 5 One can criticize the 
project for failing to resolve this dilemma with a clear statement of the proper 
role in the curriculum of its list of values, or of any list of values. But, 
of course, a clear statement for teaching “good citizenship*' (and, '•therefore, 
in favor of indoctrinating) or against "indoctrination" (and, therefore, against 
teaching good citizenship) might bring down even greater criticism. 

The intriguing problems of values in the curriculum get much attention in 
this conference report, but the dialogue with the Syracuse project must be con- 
tinued elsewhere, since Professor Roy Price, the project director, was prevented 
by an important prior engagement from attending the conference. 



And Then What ? 

The general agreement on the part of many people in the new curriculum 
projects to make the social studies more analytical and scientific is the first 
chapter of what may be a very important book. But it will be a long time before 
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the book is finished and the reviews and sales figures are in. 

Many questions will have to be answered before the story is finished. Will 
there be too much or too little diversity of approaches, in the matters of con- 
tent versus process, independence versus integration of the disciplines, and 
the like? Will the available resources for curriculum development be scattered 
among small and ineffective splinter groups, or dominated by a few monopolistic 
sources of power? Is there sufficient awareness on the part of the new projects 
of the desires, needs and limitations of children, teachers and school systems? 
Assuming that the new projects have worthwhile innovations to offer, how can 
they help to solve the teacher-training dilemma: that in-service training on 

a broad front is beyond available resources and institutional possibilities, 
but that training new teachers to go into an environment that will not support 
innovations is ineffective? Will parents, school administrators and the public 
accept important innovations in the social studies— will they allow the scien- 
tific method to be applied to morality, religion, national history, sex, 
economic systems, and the family? Is the general assumption that children can 
learn more than they are now learning, with the same input of time and effort, 

a sound assumption? How can we find out whether the new curricula are really 
better than the old ones? 

The story has just begun. 
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CHAPTER 2 

CONCEPTS ANO THE STRUCTURE OF KNOWLEDGE 

Herbert Feigl 
University of Minnesota 



We philosophers are specialists in generalities, so I wish to talk about 
the nature of concepts, indeed. I would like to approach the whole controversy 
concerning the nature of scientific concepts by way of an introduction that 
will serve as a framework for my whole discussion. I have written here a 
number of things that I don't believe. 

Figure 1 




PURELY FORMAL SCIENCES 




PURELY FACTUAL S CIENCES 

Natural (empirical) Social (cultural! 



Generalizing (nomothetic) 
Explaining 
Causal-deterministic 
Value- neutral 



Individualizing (idiographi 
Understanding (empathy) 
Teleological 
Evaluative 



c) 



Technology * 



APPUED SCIEN CES 
Hedici ne 



Education 



In case you have copied this already, I shall explode it all. 

I shall speak from the point of view of what I think is a moderate amount 
of consensus among recent philosophers of science. I will not try to teil you 
what we are up to, except to say that the major task that we perceive in the 
philosophy of science today is not so much trail blazing for future scientific 
discoveries, or formulating new scientific theories, but understanding science. 
Science is tremendously complex in our age, requiring a special effort merely 
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to learn to understand it* Hence, philosophic clarification and conceptual 
analysis are of some significance from an educational point of view* 

Now before we approach the all-important issue of concepts and of grasping 
the meaning of concepts, I should like to make a few remarks on the division of 
the sciences* 

The Division of the Sciences 

The purely factual sciences, natural and social, provide the basis for 
applied sciences* The distinctions made between the sciences are logical, not 
practical nor historical, for there is tremendous interchange between all of 
these disciplines* It is perfectly clear that mathematics and some of the 
purely factual disciplines arose out of practical needs— physics, for instance. 
On the other hand, advances in mathematics, such as the tensor calculus and 
matrix algebra, were applied in physics, after first being developed by mathe- 
maticians* I'm not saying that there is not, from a psychological, practical, 
and historical point of view, a great deal of interconnection. I think it 
makes sense, for the sake of clarification, and especially for such clarifi- 
cation as we might need in the educational enterprise, to make the following 
di stinctions* 

The truth claims or knowledge claims of the purely formal sciences do not 
ultimately rest on experience or observation, as do those of the purely factual 
sciences* Even on that there is some controversy, but I think you can see that, 
for example, the word " proof" means two entirely different things* V/hen a 
mathematician talks about "proof” it is a logical derivation of a conclusion 
or theorem from a given set of premises, postulates, or axioms. If a chemist 
tells you, "I can prove it to you in the laboratory, 1 ' the word "proof” obviously 
means something entirely different* He tells you, "I can show you* You will 
be able ultimately to check on my hypothesis or my knowledge claim, by observ- 
ation, experiment, or statistical design.” Ultimately, all of these go back to 
some form of observation* 

I will skip the philosophy of logic and mathematics, vital and interesting 
though it is, and turn to the division of natural and social sciences* Certain 
German philosophers, late in the last century and early in this century, estab- 
lished a fashion which, to my regret, has also appeared on the American scene. 
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In this scheme the natural sciences are characterizing by generalizing, the 
social sciences by individualizing; the natural sciences by explaining, the 
social sciences by understanding; and so on, as shown in Figure 1. It is 
these distinctions that I will criticize. 
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Generalizing versus Individualizing 

We are told that the natural sciences are essentially nomothetic, general- 
izing, seeking formulae, making statements which tell what happens under what 
circumstances. The social sciences, by contrast, are individualizing. They 
are referred to as idiographic, a term derived from the Greek word referring 
to specific facts and specific individuals; for example, the heroes in history. 
Special descriptions in history, such as that of the art of the Renaissance or 
the music of the nineteenth century, are also idiographic, because these are 

concerned with specific periods of time in which certain types of things 
happened. 

Let us take an extreme case to make the distinction clear. Newtonian 
mechanics and the law of gravity are generalized laws pronounced universally 
valid, generalized over all of space and time. However, a good scientist, 
realizes that such a generalization can be valid only until further notice, 
and can be held only tentatively. In any case, this is the type of knowledge 
claim made. An historical incident such as you find recorded on certain 
plaques in New England, "George Washington slept here," is not repeatable. 

It is nothing that you can experiment about. You can be scientific in ascert- 
aining by scrupulous scrutiny whether George Washington actually slept there. 
Thus, you can use something like the scientific method in ascertaining histori- 
cal truth. If you contrast theoretical physics with history, in the sense of 

a narration about individual events and individual persons, the distinction is 
quite clear. 

Psychologists have, for a long time, tried to formulate jaws of human be- 
havior or of mental experience. Psychology has been straddling the fence for 
a long time. There are branches of psychology which are clearly natural- 
scientific in approach, such as the psychology of perception; the study of the 
sense organs; psycho-physiology; and neuro-physiology, to the extent that it 
sheds any light on psychological phenomena. All this has the makings of a 
natural science. When we come to the psychology of motivation and when we 
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examine the role of behavior and attitudes of individuals in groups, it looks 
very much like social science; and the Germans call it "Geisteswissenschaft." 

In English this means literally "spiritual science," but this would be a mis- 
leading word. "Cultural science" is a possible substitute. 

Now, there 1 s something badly wrong with this distinction. There are 
natural sciences which are clearly idiographic, and there are social sciences 
which are nomothetic. The idiographic-nomothetic distinction won't do. Physi- 
cal geography, in locating mountains and rivers of the continents, is clearly 
idiographic. We are told Mount Elbert is the highest mountain in Colorado, and 
it has a certain latitude and longitude. That's clearly idiographic, just as 
much as "George Washington slept here." The geography of the moon, or we 
should say the selenography, has been worked out especially by the scientists. 
Every mountain on the moon has an astronomer's name on it. That's also clearly 
idiographic. Geology, to the extent that it traces the history of the surface 
of the earth and the formations of the mountain ranges, is idiographic. Yet, 
it is a natural science. 

On the other hand, the social sciences, including psychology, have had 
some success in formulating laws that are highly confirmed by the evidence. 
Social scientists are making serious, and partly successful, efforts to give 
us general laws; for instance, mathematical formulations in economics about 
the functional relations of supply and demand, prices, labor force, and so on. 
Similarly, sociology, learning theory, and theories of motivation in psychology 
are nomothetic. Skinner's work in the psychology of learning, his schedules 
of reinforcements, and the regularities that he has formulated are statistical 
laws about human behavior and animal behavior. In the light of such knowledge 
he is able to teach pigeons to perform many tasks. You can see that the idio- 
graphic-nomothetic distinction between the natural and social sciences does not 
hold up. 

Explaining versus Understanding 

We are told that the natural sciences try to explain, whereas the social 
sciences strive for understanding in the sense of empathy. Empathy means know- 
ing how a fellow human being feels. Empathy is different from sympathy, which 
implies affinity and approval. 

We are told that empathy is a method of arriving at some of the truths in 
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social psychology, in the psychology of motivation, and in history— in under- 
standing, for example, what historical personalities do at a given juncture of 
events. Important as is the technique of understanding in this sense of empathy, 
it is not a method of validation, not a method of justification for knowledge 
claims. Empathy may be an important source of "hunches," which are very useful 
in arriving at hypotheses; but empathy is not a means of testing hypotheses. 
Convictions based on empathy can be terribly wrong. Hypotheses must be tested 

in science, both natural and social, by a common accepted method in which em- 
pathy plays no part. 

Science by definition, by its very conception, is inter subjective* I use 
that word in preference to "objective" because of the numerous definitions of 
the word "objective." There's subjective objectivity and objective subjectivity. 
"Intersubjective," I think, is fairly clear. The word is built in analogy to 
the word "international" or "interracial" or "inter-religious." The idea is 
that science is intersubjective in the sense that anyone equipped with the 
necessary intelligence and the requisite apparatus must be able to check up 
on the knowledge claims of others-of the astonomer, the nuclear physicist, the 
biologist, the social psychologist, etc. No matter how strong your subjective 
confiction based on empathy, you can be badly wrong. You still may have to 

correct your ideas in the light of such intersubjective or objective tests as 
science has at its disposal. 

Causal versus Teleological 

The concept of scientific explanation has undergone tremendous changes. 

You may be familiar with that important transformation in the history of 
scientific thought which changed the whole concept of scientific explanation. 

In classical antiquity, a true explanation was one that started with premises 
which are neither in need of proof nor capable of proof. This was the case, 
for instance, with mathematical axioms. Nowadays we speak preferably of postu- 
lates instead of axioms, of assumptions instead of first principles, but these 
are just verbal changes. The important thing is the change in attitude that 
came with the Renaissance with people like Galileo and Newton who introduced 
the idea of empirical verification of premises. 

Explanation is in a twofold way always relative. Its premises are relative 
to empirical evidence, upon which they ultimately stand or fall. They are rela- 






14 



tive also in the sense that the premises upon which the explanations are based, 
themselves remain unexplained within the context of that explanation. If we 
are lucky, we may find an explanation for these on a higher level. 

Let us take a simple example from everyday life. On a cold day 1 rub my 
hands to get them warmer. The intelligent child might ask, "Why do they get 
warmer?" Daddy replies, "Friction always produces heat and this is a case of 
friction. Hence, you hands get warmer." An ordinary Aristotelian syllogism 
is the method of explanation here. But then a really inquisitive child might 
ask, "Why does friction produce heat?" Then Daddy is stumped if he hasn*t 
studied physics. If he has studied physics, he can draw upon thermodynamics 
and say that mechanical energy in the process of friction is transformed into 
calories of heat. If the child further asks, "Why is it that mechanical energy 
can be transformed into heat?" there is still another answer to that, namely, 
the molecular or kinetic theory of heat. These are the levels of scientific 
explanation, as we can sketch them, in the natural sciences. This is an 
exciting subject, and it has been the focal point of many discussions. 

It is said that the natural sciences use causal analysis in their explan- 
ations. The laws we formulate, especially on the lower levels of scientific 
explanation, are often causal laws in that they state regularities concerning 
the sequence of events. Friction and heat, lightning and thunder, the deviation 
of a magnetic needle near an electric current, are all formulated by using the 
concepts of cause and effect; thus, many concepts of cause and effect are per- 
fectly good in everyday life, even though philosophers of science still have 
some important unanswered questions about the nature and meaning of causality. 

We write equations such as the gas law, PV=RT, a formula which holds to a 
certain degree of approximation. The formulation is mathematical, but the 
content is a formulation of empirical regularities. It tells you that if you 

increase the pressure on the gas, you may decrease the volume or increase the 
temperature. 

The concepts of cause and effect make good sense in the social sciences. 

Of course, it is often hard to perform a causal analysis. What caused the 
First World War is a big and complex question. You can*t go into the classroom 
and begin to lecture that the casues of the First World War were such and such. 

1 They are a very complex constellation of circumstances. However, it is not im- 

possible, and responsible books have been written about it. 
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We are told that in the social sciences causal analysis is replaced by the 
teleological, l/e ask for explanations by asking the question, not Why? in the 
sense of what caused it, but. What for? The accusation of being teleological 
used to be equated with being unscientific, but this view is changing. Biolog- 
ists, who repudiate teleology as a philosophy, explain the functioning of the 
heart and liver partly in terms of the functions they perform in the body. 

There are many such statements in science which sound teleological. We may 
not want to call them true explanations, but they may state some necessary con- 
ditions, thus helping our understanding of how these things work. An important 
book. Cybernetics , by Norbert Wiener, which appeared in 1948, has finally made 
clear that we may speak of teleological mechanisms without contradicting our- 
selves. We may be dealing with systems in which there are interdependencies 
and feedback, such as with the thermostat in your house. Wiener created a new 
discipline called cybernetics, a name based on the Greek word for governor. His 
work has led to some very exciting developments in biology and in physiology, 
which give us a causal explanation of a very interesting kind. The French call 
it circular causality, it accounts for homeostatis phenomena, such as the 
question of why the blood sugar level remains roughly the same. 

Homeostasis has also been used by some psychologists. For example, an 
Austrian psychologist has said that there is a homeostasis in your personal 
self-concept. If you are criticized or if someone tries to lower your ego con- 
cept, you somehow restore it by rationalization. You react to criticism because 
you like to keep your self-respect on a certain relatively stable level. There 
is a certain self-adjustment that takes place even in the scholarly world. If 
you get a bad review of something you have published, you may say to yourself, 
“The reviewer is an idiot.'* You protect your self-concept in this way. That 
is a bit of homeostasis. We have no idea how this works neuro-physiological ly; 
but, conceivably, even that might be explained ultimately by certain brain 
mechanisms. 

Value-Neutral versus Evaluative 

We are told that the natural sciences are value-neutral, but that the 
social sciences are evaluative. I think that is wrong too. 

*) There is no question that we deal with values in the social sciences. 

Nothing could be more interesting and more important than the evaluations that 
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individual people and certain groups of people make. But such judgments are not 
made by social scientists, qua scientists. Evaluation depends ultimately on 
your own personal commitments and is not derivable from factual statements alone. 
We study evaluations, but that is different from making evaluations. The psy- 
chologist studies motivation, and the anthropologist studies the moral codes 
and values of the Eskimo. But if the anthropologist says that the Eskimos are 
wrong because they aren*t Christians, that is an evaluation made by the anthro- 
pologist as an individual, not as a scientist. 

Now, let us turn from the alleged differences between the natural and 
social sciences and take up another important matter. 

Concepts 

There is a classical, fundamental distinction between proper names and con- 
cepts. A proper name refers to some particular object. A concept is a general- 
ized notion about objects or ideas. Plato made a metaphysics out of this dis- 
tinction, declaring that concepts have an existence of their own, in a super- 
heavenly place far beyond everything that is perceptible. Everything in man*s 
experience is an imperfect copy of these eternal ideas and ideals. 

At the other extreme from Plato*s idea is the nominalist view, which says 
that the only really meaningful words are particular words, that is, proper 
names. This view negates the whole idea of concepts. It will not do, because 
we knwW that concepts have a function; they do something useful for our thinking. 
On the other hand, Plato*s metaphysics of ideal concepts with an independent 
existence in some super-heaven iy place is also extreme (although he may have 
been using poetic license in order to emphasize the contrast between concepts 
and particular things). 

When faced with extreme alternatives of this kind, I often find it useful 
to use a little dialectic of my own. In the case we are considering, I would 
call the nominalist view of things a "nothing- but 1 ' philosophy; it indulges in 
the reductive fallacy, failing to see any but the most obvious things. The 
Platonic view, if taken at face value, iiiustrates a "something-more" philosophy 
it indulges in the seductive fallacy, reaching out for more than is warranted by 
the facts and the logic of the situation. The synthesis of the two extremes I 
call the "wha^s-wha^s" philosophy; it is constructive, preserving that which 
is best and most reasonable of the two extreme positions. 
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Figure 2 




This little dialectic is diagrammed in Figure 2. Womens fashions pro- 
vide another illustration of its use. Bikinis illustrate the "nothing-but" 
philosophy; Mother Hubbard’s the 11 something-more" view; and decent dress the 
constructive “what’s-what" resolution of the extremes. 

In the dispute over concepts, between realistic nominalism and Platonic 
idealism, my own (constructive) point of view may be summarized as "a concept 
is what a concept does. 1 ' Concepts are represented by words and symbols which 
we use according to certain rules, and we must be careful about understanding 
and applying these rules. I do not know exactly what word to use to explain 
the right approach to the use of words and symbols. Operational ism— defining 
concepts in terms of identifiable and repeatable operations— has been useful, 
but has led to excesses on the side of the reductive fallacy. Functionalism 

might be acceptable, if taken to mean a careful statement of the rules according 
to which we use words and symbols. 

A Hierarchy of Concepts 

Between the heavenly mysteries of Platonic idealism and the absurdities 
of nominalism, we can usefully distinguish different levels of generality of 
the concepts we use. The least general is the descriptive level. Just above 
the descriptive level, in the hierarchy of generality, are empirical laws, and 
above these are various levels (as many as three) of theory. These levels can 
be illustrated by the example given before. The descriptive fact is that I rub 
*y hands, and they get warm. The empirical law is that friction produces heat. 
Above the empirical law at the first level of theory, there is classical thermo- 
dynamics. At the next higher level of theory we have statistical mechanics, or 

the kinetic theory of heat; and, finally, at the most general theoretical level, 
quantum mechanics. 

As we go up in the hierarchy of theory we encompass more and more facts. 
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The aim of scientific explanation, the ideal that is guiding us in the search 
for scientific explanation, is to explain a given set of facts with a minimum 
of batfic concepts and principles. The higher the level of theory, the greater 
the number of facts that can be explained with a given number of concepts and 
principles. Newton's laws explain more than Kepler's, and Einstein's more than 
Newton's. 

The social sciences, like the natural sciences, strive to discover high- 
level theories which will explain many facts with a few simple concepts. An 
example is the common idea that much of history can be explained by the person- 
alities and abilities of heroes. The Marxian view is almost the opposite; that 
certain social changes will occur when their time has come, and that people can 
always be found to fulfill the role of hero, i think the truth lies somewhere 
in the middle; key individuals occasionally have a remarkable influence on 
history, but broad social forces are also very important. 

In concluding, I am going to apply some of the remarks I made to a question 
that I know will arise in the course of the conference. 

Is History a Science? 

What would have happened if i had not had anti-freeze in my radiator when 
the temperature dropped to 25 below zero? This is a question that can be 
answered simply and convincingly by an appeal to scientific evidence. What 
would have happened if Hitler had not been born? This is the same kind of 
question as the one about my radiator— much more difficult to answer, of course, 
but not an illegitimate question. 

The historian scrutinizes evidence very carefully, reconstructs past events 
on the basis of currently available evidence, and makes careful inferences. 

These are scientific endeavors. If, in paleontology, the tracing of the evo- 
lution of life on the surface of this planet, is scientific, I do not see why 
cultural history, the history of art, the history of literature, and the history 
of music are not also scientific. 

Historians are also performing a part of the scientific task when they 
describe events. Reliable descriptions are important in every science, even 
though they are, to the philosopher of science, less exciting than theories. 

) If by science one means the formulation of general, reliable laws, then 

history has not, so far, been very scientific. However, some historians have 
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attempted to support some generalizations about history. Spengler and Toynbee, 
for example, have suggested some broad rules about the rise and decline of civili- 
zations. But these attempts are generally precarious, and usually unsuccessful. 

One way that I would suggest to improve explanations for historical phenom- 
ena would be to use the terms of the various sciences, rather than historical 
terms. I would look for the roles p^yed in the historical process by economic, 
sociological, political, and psychological factors. In any case, it is an ex- 
ceedingly complex problem, but so are many of the problems of the natural 
sciences, such as in meteorology and astrophysics. 



Norbert Wiener. Cybernetic s; or Control and Communication in the Animal and 
the Machine (Cambridge: Technology Press, 19^(8). 



20 



CHAPTER 3 

ORGANIZING A CURRICULUM AROUND SOCIAL SCIENCE CONCEPTS 

Lawrence Senesh 
Purdue University 

For years professional associations and social science educators have de- 
fined and redefined the objectives of social studies education. Volumes have 
been written about all the behavioral changes, all the skill object ives, and 
all the changes in attitudes that social studies education is expected to 
achieve. Many of the statements emphasize that the purpose of social studies 
education is indoctrination of values. The National Council for Social Studies 
have emphasized for years in their publications that the ultimate goal of edu- 
cation in the social studies is the development of desirable socio-civic be- 
havior and the dedication of youth to the democratic society. Fundamentally, 
nobody would object to these goals if the students could achieve this behavior 
through the rational analysis of society. But in most of the statements l 
read indoctrination of values is emphasized at the expense of analysis. 

The Need for Analytical Thinking 

The primary function of the development of analytical thinking is to help 
our youth understand the structure and the processes of our society. With 
possession of analytical tools, our youth will be able to understand the dy- 
namic changes of our society and the problems created by science and technolo- 
gy. In the final analysis, the purpose of social science education is the 
development of the problem-solving ability of our students. By acquiring the 
analytical tools and the skill to apply the tools to the problems, our youth 
in their later years will feel that they can participate intelligently in the 
decisions of a free society. The development of the problem-solving ability 
of our young people will help them to gain respect for social sciences as an 
organized body of knowledge and will motivate them to choose social science 

as a professional career. This emphasis is neglected in the guidance programs 
in our schools. 

The correct use of analytical tools and the discovery of the ideas under- 
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lying the social process require a particular mode of analytical thinking. The 
development of analytical thinking requires a long process of conditioning. 1 
advocate that such conditioning start in grade one of the primary grades. 

The present social studies program does not offer the proper intellect- 
ual framework to develop the analytical faculties of our youth. Social studies 
educators who have tried to identify generalizations for the social studies 
curriculum have suppressed the unique characteristics of the individual social 
science disciplines and formulated concepts so general that they are without 
analytical content. Ssnce social scientists have not yet achieved a unified 
theory of society, economists, sociologists, political scientists, and anthro- 
pologists observe society from different points of view, and theiir findings 
have to be superimposed on each other before social change can be understood. 
Since all the social science disciplines are necessary to explain social 
phenomena, the fundamental ideas of all the disciplines should be introduced 
in the school curriculum. Why not in grade one? 

Grade Placement of the Social Sciences 

Some academicians interested In the social science curriculum have raised 
the question many times whether social science instruction should not begin 
with geography and history. Professor Scriven wrote an article, "The Struct- 
ure of The Social Studies."* in which he recommends that social science edu- 
cation start with geography and history in grade one. He justifies beginning 
with history and geography because the generalizations are less "high- 
falutin"' and nearer to common sense. He would rather introduce a "low-falutin"' 
approach in the lower grades, hoping that "high-falut in 1 " understanding will 
develop later. If you start with "low-falutin 1 " curriculum, it seems that it 
remains "low-fal* ' '. At least, this has been the history of the social 

studies curriculum. 

Professor Scriven does a disservice to geography and history when he 
assumes that a geographic or historical phenomenon can be explained meaning- 
fully without the aid of the various social science disciplines. Primary 
school children study Indians and the colonial period, but since they do not 
possess the fundamentals of economics, political science, sociology, and anthro- 
v pology, their learning is trivial. It would make more sense if geography and 

history were^culminating courses in high school. !n the intervening years the 
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children could have learned the fundamental ideas of the various social 
sciences, and these would enrich the geography and history courses. 



The Organic Curricul 



um 



A team of social scientists has worked with me during the last two years 
to outline the fundamental ideas of the various social sciences, this team 
includes Professor David Easton, Political Science Department, University of 
Chicago; Professor Robert Perrucci, Sociology Department, Purdue University; 
Professor Paul Bohannan, Anthropology Department, Northwestern University ’ 
Professor Peter Greco, Geography Department, Syracuse University; and myself. 
These fundamental ideas of the various social sciences represent: 

a. A logical system of ideas; 

b. The cutting edge of knowledge; and 

c. An organization of ideas that can be used at every grade level 
Presenting the structure of knowledge in this way challenges popular curricu- 
lum practices based on minimum understandings broken up and parceled for 
different grade level s» 

Our team was guided by the awareness that we are training children for an 

age which we don't even foresee. We are giving the children knowledge that we 

want them to use in the 21st century. A hundred years ago the idea that our 

children are a generation ahead was a platitude. Today it is a drama. It is 

a drama when we realize that parents cannot understand their children when they 

come home from modern mathematics or modern science classes. We shall soon get 

to the stage where parents will not understand their children when they talk 
about the nature of society. 

After we had formulated the fundamental ideas of the social sciences I 
visited first grade classes. I wanted to find cut how many of these fundament- 
al ideas can be related to the first graders' experiences. I found that the 
children's experience in social matters is potentially so meaningful that the 
fundamental structure of knowledge can be related to their experience. 

After we found out that the structure of knowledge of an individual dis- 
cipline can be related to the child's experience, we formulated the next 
question, if we teach all these fundamental ideas in the first grade, what 
can we teach in the second grade? In the second grade we teach the seme 
structure of knowledge, only now with increasing depth and complexity. What" 
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do we teach in the third grade? We use the same structure of knowledge but 
with still greater depth and complexity, as the child's experience gains in 
depth and complexity* 

On a scope and sequence chart, all concepts are listed vertically, and 
all grades are shown horizontally* Since every concept is taught in every 
grade, the scope and sequence chart should show in the first co» mn, for the 
first grade, very pale checkmarks, in each grade l would increase the intens- 
ity of the checkmarks until the darkest color is used for the twelfth grade, 
indicating that the same concept has been taught with increasing depth and 
complexity. The question arises as to how this can be done. 

How can you teach political science., sociology, economics and anthropology 
all in one grade, particularly the first grade? This is a new art, I think, 
which l call the orchestration of the curriculum. Units have to be constructed 
in such a way that different units give emphasis to the different areas of the 
social sciences. In some units the sociologist plays the solo role, while the 
other social scientists play the accompaniment; then the economist is the solo- 
ist, then the anthropologist, and so on. 

The first element of my approach, taking the fundamental concepts and 
teaching them with increasing depth and complexity, I call the organic cur- 
riculum. 1 call it the organic curriculum because these concepts are not pre- 
sented atomistical ly between grade one and grade twelve. They are introduced 
all at once and grow with the child, as he moves from grade to grade. I call 
the second element the orchestration of the curriculum. The child may not 
know that the sociologist is talking to him, or the economist, or the politi- 
cal scientist, nevertheless he wi 1 1 be exposed to the social science disci- 
plines in an undiluted form. 

Fundamental Ideas in Economics 

The solo • role of the economist can be illustrated by the following de- 

vetopment of fundament.! economic ideas. The same ideas and relationships are 
shown in chart form in Figure 1„ 

1. The central idea of economics is the scarcity concept, 
namely, that every society faces a conflict between un- 
limited wants and limited resources. 

Out of the scarcity concept a family of ideas emerge. 
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Because of scarcity man has trtfed to develop methods 
to produce more in less time, <l»r more with less 
material and in shorter time. Various types of 
specialization were discovered in order to overcome 
the conflict between unlimited wants and limited 
resources. We specialize geographically, occu- 
pationally, and technologically. The third family 
of ideas grows out of specialization. 

3* Because of special izat ion, we are interdependent; 
interdependence necessitates a monetary system and 
a transportation system. The fourth idea emerges 
from the first, scarcity, and from interdependence. 

4. Men had to discover an allocating mechanism and this 
is the market, where through the interaction of buy- 
ers and sellers pnce changes occur. Prices deter- 
mine the pattern of production, the method of pro- 
duction, income distribution and the level of 
spending and saving, which, in turn, decide the 
level of total economic activity. The fifth family 
of ideas grows out of the fact that the economic 
system is a part of political society. 

5. The market decision is modified by public policies, 

carried out by the government, to assure welfare 
objectives. These welfare objectives are deter- 
mined in the United States through the political 
interaction of 200 million people. The political 
interaction of these 200 million people generates 
thousands of welfare objectives which I have re- 
duced to five: our attempt to accelerate growth, 

our attempt to promote stability, our attempt to 
assure economic security, our attempt to promote 
economic freedom, and our attempt to promote eco- 
nomic justice. 

These are the fundamental ideas of economic knowledge, which we try to 
incorporate at every grade level, always with the objective in mind that these 
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analytical tools should help the students analyze the cause of a problem, to 
measure its scope, to develop some solutions, and to measure the dislocations 
which have been caused by the attempt to solve it. We try to put the problem 
in a dynamic context and then see what other dislocations are created. 

Teaching Appli cations of Economics 

Now, I would like to present a few ideas on how I relate these economic 
concepts to the child's experience. The first grade child recognizes the 
scarcity concept because he lives it. He goes to the A. 6 P. and he recognizes 
that he cannot have everything which is on the shelves. The "three wish" fairy 
tales reflect men's yearning to close the gap between unlimited wants and 
limited resources. Cut-outs from the National Geographic Magazine and other 

pictorial material can dramatize the different degree to which nations have 
satisfied their people's wants. 

Division of labor can be dramatized with the children by using simple 
experiments in the classroom. The class may organize two teams. One team 
executes a production process, such as making gingerbread boys on an assembly 
line, while the other makes them without using the division of labor. The 
time keeper decides which of these teams has been able to produce a given 
amount in less time and with less waste of tools and materials. Children dis- 
cover division of labor in the home, where each family member does a particular 
job; in the neighborhood; inthe city; in the nation; and in the world. Child- 
ren discover the division of labor between men and machines. All these kinds 
of specialization introduce to children the ideas of international trade and 
mass production. In many classes, the teacher associates the children's dis- 
coveries with those of Professor Adam Smith and Mr. Henry Ford. Such identi- 
fication of the child's experience with the experience of the big society is 
necessary to the success of this program-. 

Children's literature is full of delightful stories that can underpin 
specialization and the resulting interdependence. Through stories and games 
the children learn that trading would be much more complex if we could not 
use money as a medium of exchange <. 

In the second grade, ihe children can develop models for perfect and im- 
perfect competition, and they can simulate the operation of the market* To 
dramatize the principle of perfect competition, the children may become wheat 
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farmers one morning. Each child can represent the farmers of the different 
wheat-growing countries. The teacher can play the role of the broker whose 
task is to sell the farmers' wheat at the be.it possible price. At the end of 
the harvest the farmers report to the broker how much they have produced. The 
weather was good throughout the world, and since the game limits each country's 
production to two truckloads, the farmers from Austral i a, Canada, U.S., U.S.S.R., 
and Argentina ask the broker to sell their two truckloads at the best possible ” 
price. The broker starts an auction among the rest of the class who are the 
buyers. Their ability to bid has been limited by the toy money the teacher has 
given them. The bidding starts at a iow price and as the buyers bid for the 
ten truckloads, the price moves up toward an equilibrium price at which a'l 
the wheat that has been offered for sale can be sold. The children discover 
the most important characteristic of perfect compel ition-the lack of control 
of the market by producers and consumers. The class may extend to another 
period when the harvest was twice as good as before. The children will be sur- 
prised to learn that the equilibrium price will be so low that the farmers' 
earnings will be smaller than previously when the farmers brought the smaller 
quantity to the market. This activity introduces to the children the concept 
of elasticity of demand without its being identified as such. 

To dramatize imperfect competition, some children in the class may play 
the role of inventors, manufacturers, and owners of grocery stores. The game 
will help children discover that all these producers in different degrees can 
control the market. The class discussion can bring out how these different 
degrees of control affect the producers' power to set prices. 

Finally, we get to public policy, where children decide what goods and 
services will be purchased together. Many goods and services are not purchased 
by each fami!,. but purchased together. The Mayor, the Governor and the Presi- 
dent of the U.S. prepare a long shopping list. After they have presented their 
long shopping lists, a discussion starts. Some people think the lists are too 
long and others think they are too short. Finally, they agree upon the proper 
length of these shopping lists. Then taxes are collected. The people may de- 
cide to pay for a part of the list from tax monies, and to pay for the rest by 

borrowing money. If we don't want to pay taxes, we have to go into debt to 
buy goods and services together. 
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Fundamental Ideas In Political Scien ce 

The important idea relationships of political science were defined just 
as with economics* Figure 2 shows the system analysis of political life which 

Professor David Easton of the University of Chicago has developed. This chart 
contains the following ideas" 

<• Members of society have many wants which they hope to satisfy. 

2. Some of these wants will be satisfied through the economic 
system, family system, educational system, and religious system. 
Wants that cannot be satisfied by any of these systems are 
channeled to the political system* 

3. As the peopie £ s wants enter the political system for satis- 
faction, they become demands n These demands are screened. 

4. The screening process operates through formal or informal 
organizations. These organizations act as gate keepers. 

Some of the demands vanish. Others become issues debated 
in the political community (a group that shares a common 
set of political structures and processes). 

5. The issues are molded by cleavages in the political com- 
munity and by the authorities which translate these demands 
into binding decisions. 

6. The binding decisions affect the social systems and the parti- 

cipants in the social systems, generating positive or negative 
support. 

?. The support may be directed toward the political comnunity (a 
group of people who share a desire to work together as a single 
unit in the political solution of problems), toward the regime 
(a political system which incorporates a particular set of 
values and norms, and a particular structure of authority), and/ 
or toward the authorities (the particular persons who occupy 
positions of political power within the structure of authority). 
8. The binding decisions generate new wants and these wants appear 

again at the gate of the political systems asking fo* recog- 
nition. 

) ^ he SOurce °f the support for the political community, regime, 

and authorities may originate from the social systems in the 
form of education, patriotism and other mechanisms. 
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SYSTEMS ANALYSIS OF POLITICAL LIFE 
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Teaching Applications of Political Science 

In the same way that the fundamental ideas of economic knowledge can be re- 
lated to the child's experiences, we can also relate the fundamental ideas of 
political science <:o the school children's experiences on every grade level. 

The home is a good example of how the innumerable wants of the family are satis- 
fied through the various institutions, and of how many of the wants are exposed 
to the political scrutiny of the members of the family before they become the 
rules of the home. The discussion about the various forces which keep the 
family together has a striking resemblance to the different types of supports 
which keep the political society together, looking upon the political system 
in this way is a fundamental departure from the present civics curriculum where 
the main emphasis is on description of the legislative, judicial and executive 
branches of the government. 

Fundamental ideas in Sociology 

Professor Robert Perrucci of Purdue University has developed a fundamental 
structure of sociology which is already in use in experimental classrooms. The 
core idea is that of values and norms. The system is illustrated in Figure 3. 

1. Values and norms are the main sources of energy to individuals 
and society. 

2. Societies' values and norms shape social institutions, which are 
embodied in organizations and groups, where people occupy 
positions and roles. 

3. People's positions and roles affect their attitudes toward 
society's values and norms, and result either in support of 
the existing values and norms, or in demands for modification 
of them, and the circle starts again. 

Teaching Applications of Sociology 

The conceptualization of sociology enables us to deveiop units in the primary 
grades which will make children aware of the importance of predictable behavior 
among people. Units may show how the ability to predict human behavior creates 
orderliness in the family, neighborhood, city and the world. The teacher can 
demonstrate through experiments how unexpected situations have both very funny 
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fundamental ideas of sociology 
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and very sad consequences. Children's plays can bring out that the school, 
business and family could not exist without predictability and order in human 
behavior. 

The many positions men take in society can be observed at home. The children 
may prepare charts showing the different positions fathers, mothers and children 
take and the difficulty of fulfilling all the expectations attached to the po- 
sitions. The children can show that, depending on which positions we think 
more important or less important, and depending on our ability, we can fulfill 
some positions better than others. The story of The Ant and The Grasshopper 
points out effectively the value preferences of the two. The children can also 
observe and experiment in the classroom how men's positions, due to science and 
technology, and due to change in ideas, have changed during history. 

Laying the foundation of sociological concepts in the primary grades helps 
children to understand later how interplay between values and institutions 
brings about social reforms. 

Fundamental Ideas In Anthropology 

Fundamental ideas of anthropology have been developed by Professor Paul 
Bohannan of Northwestern University. Figure 4 shows the following idea re- 
lationships. 

1 • Han may be looked upon as a 

a. Hamalian animal 

b. Social animal 

c. Cultural animal 

2. Man, in these three capacities, has needs. 

3. Man's needs are satisfied within a social structure. 

4. Social structure itself has needs (called "requisites") in order to 
persist. 

5. Needs are satisfied within a particular set of patterned behavior: 
tradition. 

6. All traditions leave some wants unsatisfied. 

7. Dissatisfaction leads to changes in traditions. 

8. The change takes the form of invention and borrowing: innovation. 

9. Innovation leads to complication and simplification. 
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Figure 4 

FUNDAMENTAL IDEAS OF ANTHROPOLOGY 
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10. Complication leads to social dislocations. Problems caused by 
dislocations may be resolved through further innovations. 

11. If simplification is of such a magnitude that it forms an irrevers- 
ible base for man's behavior (for example, money and the use of 
fire), it leads to evolution of culture. 

12. The evolution of culture affects man in his three capacities as a 
mam all an, social and cultural animal. 



Teaching Applications of Anthropology 

The conceptualization of anthropology in this way will enable the element- 
ary school curriculum builder to develop meaningful units on such conventional 
subjects as the Eskimos and the American Indians. 

A unit on the Eskimos, for example, demonstrates how acceptance of the 
idea of money changed the life of the Eskimo. The Eskimo in our unit acquired 
his food, clothing, and part of his shelter from caribou. The scarcity and his 
nomadic life affected his value system. Then the Eskimo found out that far 
away there is a trading post where Eskimos can trade silver fox pelts for 
articles which he had never had before. Our Eskimo family stopped hunting and 
started to trap silver fox to use as a medium of exchange. The family settled 
down near the trading post in an Eskimo village. There was less uncertainty 
here. This story presents to the children evolution in the Eskimo culture. 
Living together with other Eskimos created new problems. The family's needs 
changed. Their desire for learning increased. The changes came about because 
money as a medium of exchange had been accepted by the Eskimo family. 

In the higher grades, the conceptualism of anthropology will help the 
curriculum builders to develop units which will show how the development of 
underdeveloped areas and the pursuit of nationalism affects people's tribal 
loyalties and changes their physical, social and cultural needs. 

These are the four areas of social science in which we have tried to formu- 
late the fundamental idea relationships. Deliberately, we are leaving the areas 
of history and geography to .he last stages of our inquiry. The reason is that 
these two areas have a different character from the other social sciences. 

They have to borrow many of the analytical tools of the other areas of the 
social sciences to explain a geographic area or the processes of history. Un- 
til now history and geography in the elementary and secondary school curriculum 
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have been mostly a narrative of men's actions and a description of their environ 
ment. Now, our team of social scientists hope to use their analytical tools to 
explain ca-jse-effect relationships in man's actions in time and place. Using 
the analytical tools of social scientists, the children can begin to simulate 
the historians 1 and ^.ographers' methods of inquiry. 

Fundamental Ideas in Geography 

The scope of the geographers' inquiry has been worked out by Professor 
Peter Greco of Syracuse University. The fundamental ideas in geography are 
shown in Figure 5, and described below. 

1. Every geographic area is affected by physical, biotic, and 
societal forces. 

2. The impact of these forces on a geographic area creates simi- 
larities among areas. These similar areas are called uniform 
regions. They are static in character. 

3* similarities among different areas have been brought about 

through different combinations of physical, biotic, and societal 
forces. 

4. An area may be kept together through a pattern of circulation 
binding the area to a central place. This area is called a 
nodal region, held together by functional relationships. The 
nodal region is dynamic in character. 

5. Uniform and nodal regions are often related to each other through 
gravitation to the same central place. 

Teaching Applications of Geography . 

The classroom applications of geography are now in preparation. Activities 
are being constructed to show the many ways in which the surface of the earth 
may be divided by geographers, depending upon the objectives of their inquiries. 
Units are also being constructed to show how the shape and size of the divisions 
of the earth's surface are influenced not only by natural forces but also by the 
state of science and technology. Deserts and cold lands, which in the past have/ 
been unproductive, may now become productive through scientific progress; for 
example, irrigation or the discovery of oil can make a desert productive, and 
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Figure 5 

FU:'r>A M E x !TAL IPE'S OF GEOGRAPHY 
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the discovery of minerals in Alaska and the Antarctic can increase the useful- 
ness of those frigid lands. 

In defining and studying regions, geographers are concerned with physical, 
economic, sociological, anthropological, and political facts. The regions de- 
fined by physical, economic, sociological and anthropological factors seldom 
coincide with the boundaries of the political systems that men have set up to 
solve some of the most important social problems. The resulting dissimilarities 
between political and non-political regions have been the cause of many problems. 
For example, if a river basin or an ethnic group is bisected by a political 
boundary, serious political tensions may result. Such problems may be "solved" 
by war, by international agreements, or by other social mechanisms. The approach 
we are taking, as shown by this brief description, provides a partial synthesis 
Of political science, economics, sociology and anthropology with geography. 

Conclusion 

The development of the organic curriculum and its orchestration is not a 
crash program. It is a lifetime commitment. It is the job of the academic 
departments of universities to stimulate more social scientists to pay attent- 
ion to the problem of structuring the knowledge of their own discipline. Such 
logical patterns of ideas will serve the social scientist as a map to identify 
new areas of research, and will serve the curriculum worker as a guide to build 

a curriculum which can be adjusted to incorporate new ideas as the frontier of 
knowledge expands. 
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CHAPTER 4 

ROUND TABLE: CONCEPTS, PROCESSES AND VALUES 

The Obsolescence of Particular Content 

I have a philosophical question about the whole business of 
identifying concepts. 1 am trying to relate what Dr. Feigl said 
earlier to what Professor Senesh has just said. First Dr. Feigl 
said that all concepts and structures are related to some disci- 
pline; in other words, they are constructs. In that sense they 
are somewhat colored by the prejudices of the particular disci- 
pl ine, or the particular enterprise. Then Dr. Senesh brought up 
a much more generic question; he said that we are preparing child- 
ren for a world of the twenty-first century, one that we don't even 
see yet. This means that economics and everything may be different 
than they are now. If we visualize society in the twenty-first 
century, we might be able to visualize one without war, and, as 
Buckminster Fuller describes it, a society where we can make more 
and more with less and less. That's his idea of the dynamics of 
technology. If that is so, what about the concept of scarcity as 
a central concept of economics; If we take these three things into 
account, don't we need to question how and what concepts we select 
and how we use them in this enterprise for which we are preparing, 
i.e. , education; 

One answer or one way to begin it would be to ask* Scarcity 
for whom; The capital resources required to utilize technology are 
so expensive that by the twenty-first century, if our present rate 
of population growth continues, we know that Africa, Asia and South 
America won't have sufficient capital resources. One way to get at 
this is to ask, who is going to have scarcity: 

You forget Hr. Fuller's assumption that if we produce more and 
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more with less and less, we may have a society of total affluence. 



McNee: 
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Another approach to this is to accept the basic premise of 
economists that there will always be a scarcity of something. It 
may not be the things that have been scarce for ten thousand years; 
something is going to be scarce, though. This affluence produces 
wa ste products which must be taken care of. The real scarcity of 
the twenty-first century may be fresh air, and other things that 
we have always thought of as free goods. I don’t think I would 
be so quick to write off the idea that there will always be scar- 
city. 



No, I am not writing it off. 1 was asking the question: When 

we formulate concepts, what are all the things we may need to take 
into account, if we assume that we are preparing children for some- 
thing that we don't yet have/ Is there not a greater dialectic 
needed than saying in economics that scarcity is central.' We need 
to open up alternatives arid this is the essence of my question. 
Scarcity was just an example. 

I think I agree with you; I think we should open up a lot of 
alternative ways for children to look at things. But economists 
at present would not consider Buckminster Fuller’s idea very 
seriously. It seems to me that we will never resolve scarcity. 

If we resolve scarcity there wouldn't be economists, since there 
would be no need for them. As a matter of fact, at that point we 
wouldn't need an economic system to allocate resources. The allo- 
cation problem would cease to exist. When Galbraith talks about 
the affluent society, he doesn't mean that we have technologically 
licked the problem of scarcity. ^ He is bemoaning the tremendous 
affluence in the private area and the complete poverty in the pub- 
lic area. Allocation is a greater problem than the technological 
solution of scarcity. 
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I may be wrong, but this doesn't get to the question that she' 
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asking, l/e are not asking specifically about scarcity. We are 
talking about the selection and formation of particular concepts 
that we include in the curriculum now, but may not be applicable 
in twenty-five, thirty, or fifty years. 

I think that is absolutely right; we must try to prepare for 
changes that cannot be predicted. Here.is a little experience I 
have had, in handling the subject of cities in the third grade. I 
have visited the tremendous metropolitan areas of underdeveloped 
countries where I have seen real metropolitan development. My whole 
attitude on the theory of urban development has changed consider- 
ably since I talked to urban developers in India and in Japan. 

Now 1 will incorporate a new idea which is emerging. In this new 
type of urban theory we are dealing with the relationship of urban- 
ization to industrialization. In .the past we have assumed that 
industrialization is ahead of urbanization, but now a new phenomenon 
has been created. People are pushed out of the farm and moved to 
the city as a last resort; they are not pulled into the city. I 
am now incorporating this new idea into my third grade unit. £11 
I can say is that I agree with Professor Taba. We should try to 
anticipate the future by taking the cutting edge of knowledge, 
but I do not think that scarcity was the best example. 

and Grade Level 

In your assumptions about teaching these concepts and ideas 
in the first grade, there is no question but what they can be 
taught in the first grade, but should they.' You did not in any 
case justify including them in the first grade. Should first 
grade be devoted to linguistics or to the arts or to music* Per- 
haps these economics and social science concepts should be delayed 
until junior high, let us say. 

All I can say in my defense is that we teach social studies in 
grade one. I am not asking for a new subject, but to eliminate the 
Mickey Mouse and put in something good. I am not demanding more 
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time. All 1 ask for is that the same time should be allocated but 

with experience underpinned with analysis.’ .. a . 

#• % 

•analytical Processes 

Professor Senesh mentioned that the crucial thing is to develop 
the analytical process, or respect for problem-solving. If we do 
this we have solved the problem you present. If new concepts are 
necessary, the needs will be recognized as they appear. If we have 
developed analytical faculties, we do, in fact, answer part of our 
problem. 

This is very interesting, if you take Schwab's definition of 
a discipline and are willing to think in terms of substantive and 

o 

what he calls syntactical or methodological concepts, and look at 
the current projects in social sciences, you find that most of them 
concentrate on the substantive content. If you look at the chalk 
board on anthropology, you see that it is describing what the world 
is like or what we think it is like. The emphasis is not on the 
process through which the scientist arrives at the ideas and tests 
them The emphasis is not really on the analytic but on the sub- 
stantive. 1 think that a philosophical question, or a logical 
question, is raised about the relationship between statements of 
objectives and what actually emerges. It almost brings one back to 
the old period in history when we assumed that children learn how 
to be as critical as historians by reading histories. I doubt that 
anyone learns to think like Schlesinger by reading The Age of 
Roosevel t . There seems to be an assumption that if we teach child- 
ren the substantive concepts of a discipline they will learn to be 
analytical, and 1 would question whether this assumption is valid. 

It depends on how they learn the substantive, though. 

I would like to react to the question, What is analysis.' 

Figuratively speaking, there is beneath the chart published in my 

3 

resource unit another that I have not published because ! was afraid 
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of frightening the teachers away. In this one I underpin the 
. different significant theories which can explain the market pheno- 
mena. When it comes to government, I introduce welfare theory. 

I incorporate these theories in important model -bui ldi ng exercises 
in the resource unit. However, these charts are just one dimens- 
ional, while underneath these are other layers, in much the same way 
as Professor Feigl started with different layers. The chart 1 pre- 
sented to you may be at the descriptive level, but 1 have done that 

1 

only for the purpose of communicating with first grade teachers. 

When we come to the resource unit, I beg you to notice how deliber*» 
ately 1 build on that descriptive chart, underpinning it with some 
analysis and model-building. 

Content and Process 

Si gel: I think that the question is different; there are two problems 

before us. First, how we organize social science knowledge is 
arbitrary. Let's start with the assumption that we have an 
amorphous body of information. We are going to organize these 
pieces of information in ways that are meaningful to us for some 
reason. Since we have been trained traditionally to think in 
disciplines, we think in disciplines. V/e think in economic terms; 
we think in sociological terms; and so on* The organization of 
knowledge is important; but equally important is the fact that the 
method of organization is arbitrary, and therefore that it can 
changt ? and, conceivably, improve . By improvement, 1 mean change of 
a kind that will make it more relevant for solving problems. 

Second, if we say that the state of knowledge is tentative, 
not only in sociology or social science but in all our stated know- 
ledge, then the comment that was made about teaching children the 
way to approach a problem, as an active process of cognition, is 
extremely important. What we must do is find out how we attack a 
problem irrespective of its content. The question is how do we 
present to the child, facts a, b, c, d, which are contradictory, or 
which are similar, and how do we teach children how to handle contra- 
dictions? How do we help them in the way of coordinating multiple 
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bits of informatifch into some kind of a unit? This is what I think 
of as process. What we have to do is simultaneously grapple with 
content and procedure. 

We have the same trouble the children have, because we cannot 
coordinate any better than they can. We were not trained to co- 
ordinate subjects. We were trained to take a course in economics 
101 and a course in sociology 101, Those professors never talked 
to each other and we never could talk to each other on that exami- 
nation that we flunked. So we really have to reorganize our own 
ideas, and that is the core of our dilemma. Vihether we 1 1 1 resolve 
it in all of our lifetime is another question. I think we have to 
face up to what our problem really is. 1 get impatient with the 
preoccupationwi th substance, although 1 don't deny its value. 

Shaver: I would like to expand on Professor Sigel's statement - that 

it is not only necessary to help children learn how to handle con- 
flicting evidence, but that there are also operational and proced- 
ural concepts that you can teach them. If you are teaching some- 
thing in history you should not take two documents which are in- 
ternally inconsistent and help them find the internal inconsistencies. 
If you do this with one or two documents, the next time they may not 
think to look for internal inconsistency. You first help to develop 
the concept of internal inconsistency , which the historian then 
brings to bear on all of his documents when he looks at them. You 
label the concepts specifically, and teach them, because the evi- 
dence is that they aren't going to learn them implicitly. If you 
can label the operational, procedural, or syntactical concepts and 
put them along with the substantive, accepted concepts, you have 
some guarantee that the children may learn them and then be able to 
apply them later. 

Attitudes and Values 

Fenton: I would like to expand this analysis one step further by indi- 

cating dissatisfaction with concentration on content and analysis 
without attitudes and values. It seems to me that Professor Senesh 
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is getting at attitudes and values. I wrote down a quotation, “gain 
respect for analysis." That's an attitude. 1 am also concerned 
about the concentration on description, content, and analysis of our 
society, and our society alone, and its effect on the attitudes and 
values of children. Aren't they going to look at primitive societies 
and say there is something wrong with these people, because there is 
no division of labor and because they don't take some of the obyious 

r 

insights we have and change their society in a way that will make it 
work better? Aren't we really being enormously ethnocentric if we 
concentrate almost exclusively on our own society in the early years, 
so that we teach the students implicitly that a command society in 
economics, or a traditional society, is in some way wrong? I think 
that unless we get our attitudes and values defined behavioral ly 
very early in the game, we may implicitly, if not explicitly, dis- 
regard them. 

I would like to pick up this very same point, dealing with 
ethical issues. When you say that you are going to teach children 
to solve problems, we may ask what kind of problems. A certain set 
of problems that we want to look at are basic ethical issues that 
confront us in our society. In the basic issues of equality and 
freedom you may look at syntax in order to deal >wi th ethical con- 
flicts as well as the empirical conflicts. As I look at the cur- 
riculum work that concentrates on the social sciences, I not only 
observe the absence of emphasis on syntax with respect to matters, 
but also with respect to ethical issues. I think that there is 
such a thing as well structured ethical discourse which we must 
think about very carefully. I do not think that you should just get 
children’ to reflect and give their opinions, but that you should 
look for methods of careful analysis of what the ethical issues are. 

I think that ethical problems are related both to substance and to 
procedure, or syntax. Ethical dilemmas may not be the sole concern 
of social science curriculum, but it appears to me that they are 
important. 

Please forgive a personal example, since I have not been out 
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of the classroom very long. In the context of what has been said 
here about ethics, and what Dr. Fenton said about ethnocentri sm, 
there are people who state that the primary purpose of social 
studies is to open closed areas. The question that 1 would raise 
is: Why are the areas closed? Ethically, why are they closed? I 

am reminded of a problem with a slew learner class I once had, which 
made a comparison of the ethics of the Buddhist precepts and the 
Hebrew ideas of the Ten Commandments. These children, who were 
extremely poor readers and had a very difficult time grasping a lot 
of things, began to see, for example, that the Ten Commandments are 
expressed in a negative tone. The Buddhist precepts are expressed 
in a much more positive tone, and they began to question why this 
was the case. Why was one negative and the other positive? It 
seemed to me that two things were accomplished. One is that they 
learned a little bit about the fact that various people meet their 
needs in different ways. One of the needs that they face is that 
of behaving in order to get along with each other. More important 
than that, they learn through this process that you can inquire and 
discover how man satisfies some needs which aren 1 1 necessarily 
economic, although they could become that. By learning this they 
have learned process at a very elementary level. 

I think it is important to get across the idea that what you 
learn is not as important as how you learn it. When new things con- 
front you in the future, you've got to know how to go out and learn 
them yourself. I've seen this happen with extremely weak students 
and I don't see why we can't begin to orient ourselves more and 
more toward this. 

I"m going to assume that we have both behavioral and substantive 
outcomes. You can't have the analysis in a vacuum. I wonder, Pro- 
fessor Senesh, whether the content of what you teach about the 
structures of particular disciplines will apply as well to other 
cultures, which have non-market economic systems. It seems to me 
that your curriculum is not necessarily culture-bound, that it could 
be applicable to other cultures. 
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I am wondering, in terms of learning theory, at what point the * 

** 

child understands this structure of the total system. Does he learn 
bits and fragments until he reaches a ninth grade or a senior course, 
when he learns the total structure? Certainly the teacher has to 
know this. Or, are you assuming that at the first grade level, in 
each of these areas, the structure of discipline would be taught? 



Senesh: 






Not at all. | am projecting the structure of knowledge upon 
the mental screen of the teacher. When the child comes and tells 
his teacher that his father broke his piggy bank and took out his 
savings because he lost his job, the teacher will be able to analyze 
the reason his father lost his job. The teacher will recognize 
what's on the right hand side of my chart as it relates to the total 
level of income and employment. This is a guide for the teacher. 
Teacher training is an issue that will come up, I am sure. I assume 
that in the future the whole concept of introductory courses for 
future elementary teachers will be changed, so that we do not throw 
them an 800 page introductory textbook by Samuel son or Bach and 
assume that elementary school teachers are able to see the funda- 
mental idea relations. I hope that a brand new approach will be 
taken to the substantive training of elementary school teachers. 

I intend to write a social science textbook, a real textbook. I 
have to analyze what that textbook really is. I will ask the 
question, What holds society together? We mediate and compromise 
with our bosses. I will explain the al locating* and mediating mechan- 
ism of the economic system, the political system, the societal sys- 
tem. I hope that the twelfth grade course will be a capstone course. 
Eleven years of experience will be culminated by formally presenting 
this conceptualization to them, i would like to defend myself by 
referring to my chart. The ideas of scarcity, of specialization, of 
market, of public policy, change in relative size when it comes to 
a planned economy. The relationship between the private and the 
public sector changes. 




Fenton: 



1 understand your point about analysis and structure, but I am 
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not sure the same approach is sound with respect to values. If 
students get the notion that the way to organize society is through 
a market, and get this notion hammered in, year after year, then 
they might, in the long run, think that other systems are quite 
wrong in some ways - and that will hinder your efforts at teaching 
analysis. 

Senesh: In fourth grade geography and history and in all the other 

grades, I open up all types of allocating mechanisms. This is the 
place where you show how society has organized one area that is 
entirely different from others. In history, for instance, we look 
at the American economic and political system, starting with mer- 
cantilism and moving to our mixed system. This puts economic 
systems in a dynamic context that can be read vertically through 
history as well as horizontally in geography. 

I have a good answer to Or. Fenton’s question. In the inter- 
action between government and market, the children discover exac 1 1 y 
the opposite of what he holds. They are disappointed in the market 
economy when they realize that, through public policy, we abridge 
decisions of the market economy right and left. The children come 
out wi th a pragmatic view of the American economic system. They 
learn that in the market economy there are always at least three- 
quarters of our 200 million people who don't like its decisions for 
some reason or another. It may be that they don't like them because 
tney are apostles for general welfare or because they are apostles 
to maximize their profits. Many businessmen are half socialist: 
they individualize profits and socialize losses. The market is not 
a holy institution; we modify it all the time. We have done so 
throughout American history, beginning with Hamilton. 

Summary Comments 

Taba: I should like to make several brief remarks. First, I started 

with two assumptions, and in the first I may have been wrong. I 
started with the assumption that this meeting and that the activities 
of the Consortium were for the purpose of re-questioning, re-shaping, 
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and supplementing ideas, not defending positions. Somehow we got 

• « 

into a position of defending something. 

The second assumption concerns learning: namely, that child- 

rens minds are shaped by the nature of the structure and concepts 
which they handle. Therefore, the way you put them together and 
the way you handle them are very important - not just whether they 
are substantively correct but what the concepts do to the minds of 
people as they go through the process. 

I think this influence of the structure and concepts by which 
one has been' trained is illustrated here in our own discussion. V/e 
have been faced with the triple dilemma (Professor Feigl will have 
to tell us whether there is such a thing, and whether dialectics 
can be applied to iti) of dealing with substantive content, process 
and values, l/e have evaded the issue, even though it has been re- 
stated three times, because each of us is in his own cave and csn l t 
get out of it. We have dealt with illustrations, but not with the 
real problem of how these three important things should be related 
in education. 

The future task of a Consortium of this kind is to create the 
kinds of minds that can break out of whatever the limitations of 
those caves are. Let me add one more thing, namely, aren*t alter- 
natives and openness the most important thing, the chief qualities 
whatever we deal with substantively? i wish that Dr. Feigl would 
comment on these matters.'. 

Feigl: I think that Professor Taba has summarized the discussion very 

wel 1 • 

I tried to propagate the philosophy of the open mind, of the 
critical approach, which is a golden mean between the dogmatic, on 
the something-more side, and extreme skeptics on the other side. 
Clearly a critical attitude is the sort of thing that is most con- 
ducive to fruitful results. The dogmatist, if he ever had his mind 
open, has swallowed something that he took for the truth and his 
mind is never open again. The extreme skeptic has his mind open 
on both ends, as it were, and everything flows through. So, clearly. 
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a golden mean attitude is advisable, «n regard to questions of 
fact or of knowledge as well as of personal evaluation. From my 
own philosophical point of view, I wish to make a logical dist- 
inc^lon between questions of fact and questions of value. Both 
are of tremendous relevance to all educational problems, l/e all 
wish to stay clear of the stigma of indoctrination, both on the 
side of information and of evaluation. We try to educate our 
children to keep an open mind. But education must not be so fluid 
as to be unclear and lacking in substance. What can we do? 

in -the future, we may not only have vast political and economic 
changes, in addition to technological ones which are related to 
\ them, but also we will begin to tamper with human nature in bio- 
logical engineering and eugenic planning. Here arise grave, ethi- 
cal questions, to which no one has a very definite answer, unless 
he be a dogmatist and tied to a particular system or creed. What 
will happen in the future when biological and psychological engine- 
ering takes place, when, heaven forbid, teaching will become brain- 
washing? 1 don*t know. 

in any case, what the philosopher can contribute is something 
very modest, namely, to look with an open mind at all these various 
alternatives and appraise the pros and cons as best as he can from 
our present framework of values. Here we are not even united be- 
cause people have different fundamental commitments. 1 think one 
task of education is to help us all become clear about the commit- 
ments. 

I am tremendously impressed with what Professor Senesh has 
pointed out, particularly because he thinks along the lines, shall 
we say, of a program of the unity of science. These old scholastic 
divisions of economics, sociology, anthropology, history and po- 
litical science are closely interrelated, if you look at mankind 
in action. They are, at best, helpful divisions of labor, and to 
create departmental divisions so that people know what department 
they belong to in the school or in the university. As soon as we 
can teach the children how these things are interconnected, schematic 
structures of this sort will be immensely helpful. To diagram 
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political science as a systematic analysis of political life may 
now be too high a level of aspiration, but this could be enlarged 
to include the sociological, the psychological, the economic, and 
so on. The gestalt psychologists have shown that a very effective 
method of teaching and learning is to map out the territory first 
and then fill in the details. 

I hope I did not misunderstand Professor Senesh. 1 consider 
his policy of education a successive, progressive enrichment of 
content built into experience. This much is psychologically clear. 
Nevertheless, the teacher should have this conceptual structure 
before him, and I think it will be very fruitful- Map out the 
country and then dip down, here and there. Illuminate this with 
substantive details. This seems to me a good pedagogic policy. 



John Kenneth Galbraith, The Affluent Society (Boston: Houghton Mifflin, 

1958). 

2 

The reference is to Joseph J« Schwab. See his "Structure of the Disciplines 
Meanings and Significances," and "The Structure of the Natural Sciences," 
in G. W. Ford and Lawrence Fugno, The Structure of Knowledge and the 
Curriculum (Chicago, Rand McNally, 1964). 
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CHAPTER 5 

A STRUCTURE OF HISTORY 
Edwin Fenton 

Carnegie institute of Technology 

The title of my talk, M A Structure of History," is phrased to take account 
of the wide diversity of opinion which exists on the subject. One can hardly 
speak of the structure of history; indeed, many historians deny that their 
discipline has a structure. They point to the unique quality of each histori- 
cal event and decry attempts to construct theories, develop models, or even 
make high-level generalizations. Even those historians who believe that history 
has a structure will quarrel about its nature. Some of the discussion stems 
from disagreement about what history is. This issue— —the definition of history— 
provides a good starting place for our discussion. 

Definition of History 

I have accepted the definition given by R. G. Collingwood in The Idea of 

Hjstory. Many other historians support Col 1 ingwood's position. He makes four 
points: 

1. "History is a kind of research or inquiry." It consists of a form of 
thought organized around asking, and trying to answer, questions. 

The questions concern something the investigator does not know for 
certain the cause of a war may serve as an example — and the answers 
must be discovered. Any article in the American Historical Review 
supports implicitly this definition of history. 

2. The object of history as a discipline is to find out about the actions 
of people who have lived in the past. The teacher may use history 
for additional objectives — for example, to shape the attitudes of 
his students— but the professional historian writing a monograph or 
a journal article usually stresses scholarly investigation about the 
past as his sole objective. 

3* The historian proceeds by interpreting evidence. Evidence consists 
of any remains from the past— documents, buildings, paintings, re- 
cordings and so forth. The historian reads and looks and listens, 
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noting the evidence that strikes him as germane to his inquiry and 
ordering it according to established rules. These two activities— 
noting what seems germane and ordering evidence in an argument— 
contain the key to the utility of structure in the historical disci- 
pl ine, 

4, Finally, history is useful to study because it can encourage reflect- 
ive thinking leading to human self-knowledge, A man should know him- 
self. He should know what distinguishes himself from other men and 
he should know the nature of man as a species. A clue to what man is 
and to what each individual can become lies in what man has done. 

Hence history is a worthy study. 

Notice that Collingwood rejects by omission some dictionary definitions of 
history which treat history as all the things which have happened in the past 
or as a record of past events. We know only a tiny fraction, some small pro- 
portion of one percent, of the historical events which have transpired. More- 
over, no one scholar in a lifetime of effort could investigate all the extant 
data about even one major historical development like the American Revolution, 

He could only select data to note down from the sources he was able to consult. 
He cannot have an impartial record; he can only produce an interpretation deter- 
mined by the criteria he established for the selection of evidence from his 
sources and by the rules he used to draw conclusions from this evidence. Hist- 
ory is a kind of inquiry. A student who learns facts and generalizations about 
the past without becoming involved in the process of inquiry— and most students 
in American schools do exactly thi s— does not study history. 

t 

The Idea of Structure 

Now let me turn to structure. Joseph J. Schwab defines the structure of 
a discipline in part as "...the body of imposed conceptions which define the 
investigated subject matter of that discipline and control its inquiries." 2 
If we accept Schwab's definition and wish to determine the structure of history, 
we must identify the imposed conceptions which control historical inquiry, in 
the past decade, social studies specialists have identified three sets of im- 
posed conceptions: generalizations, basic concepts, and analytical questions. 

Two of these schemes— general izat ions and concepts— I do not find particularly 




53 



fruitful. The thi rd~ analytical questions— 1 ies at the heart of the historian's 

process of inquiry, where their utility is obvious. Let me discuss these state- 
ments in more detail. 

A number of workers, the most notable of whom are Paul Hanna and his stu- 
dents, seem to have identified the structure of the social studies, including 
history, as a list of generalizations: "people migrate when they are hungry" 

or "division of labor results in increased productivity." 3 Hanna's list con- 
tains more than 3,000 generalizations drawn from representative volumes recom- 
mended by social scientists. Hanna has arranged these generalizations into 
nine categories which represent in his scheme the basic activities of mankind 
and constitute a rudimentary method of inquiry. 1 find the entire system 
shallow and of dubious utility. There are too many generalizations to learn— 
one-and-a-half every school day for twelve years. Moreover, some of the basic 
activities aren't basic. But the scheme's principle fault lies in its concept- 
ion of the social sciences: they become primarily a body of known generalizat- 
ions rather than a process of inquiry. They consist primarily of things to 
learn rather than ways of learning. Yet lists of generalizations are one legi- 
timate way to think about stricture because they do define the investigated 

subjec* matter and they do control its inquiries. They just don't do either 
task very wel 1 . 

Lists of basic concepts— the concept of power or the concept of culture 
will serve as examples— are more useful than generalizations, but they still 
leave something to be desired. They have two major advantages. In the first 

place, scholars who have been identifying concepts choose a limited number 

say thirty-five— which a student might conceivably master in the twelve years 
of study. Secondly, some of the lists, such as the one from Syracuse, contain 
concepts having to do with the process of inquiry. Moreover, a list of con- 
cepts chosen to include the major analytical categories from the social 
sciences implies an analytical scheme which can control inquiry. "If you want 
to know about the past," they say, "investigate culture, power, the allocation 
of resources, areal association and so forth." Such a scheme guides the search 
for data. It helps to raise questions. It tells historians what to take notes 

about. It also provides an organizational scheme suggesting ways to present 
evidence. 

But most historians are not comfortable with concepts. Despite the publi- 
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cation of Edward N. Saveth's American History and the Social Sciences .** an 
analysis of the uses of social science concepts in the interpretation of history, 
most historians still do not think naturally in terms of a conceptual apparatus. 
Lists of concepts evidently have not proved to be maximally useful to historians 
or they would be acknowledged more fully in the literature. Like generalizat- 
ions, concepts make up a structure of history. Like generalizations, they are 
not the most usef“l structure. 

Analytical Questions - The Heart of History 

Historians control their inquiry primarily through the use of analytical 
questions: "Was there an event-making individual on the scene?" Notice that 

I did not say a list of questions. Each historian has his own list which has 
grown out of his life experience. The differences in lists help to account 
for different interpretations of the same events by two men conducting paral- 
lel investigations. Differentiated application of the rules of evidence account 
for the remainder of the differences. 

Each historian approaches an investigation with questions to put to his 
data. His questions may have been derived from a variety of sources c An 
abstract social science model, such as supply and demand analysis, may have 
taught him to ask about the influence of a change in tastes on the demand for 
Ford automobiles during the 1920‘s when General Motors— uni ike Ford— abandoned 
basic black. He may have learned from a course in sociology or political science 
to ask whether or not Joe McCarthy had ignored the folkv ys of the Senate, a 
proud and ancient club. Knowing that a large number of leaders of the assemb- 
lies during the early years of the French Revolution were petty bureaucrats may 
have prompted him to ask if leaders in the Russian Revolution were recruited 
from similar groups. An argument with a rebellious son at the dinner table 
may have caused him to reflect about child rearing patterns in other societies 
and hence to ask some new questions of Franklin‘s Autobiography ,, Analytical 
questions come from everywhere, not just from lists of concepts. 

The analytical questions which a historian asks exert substantial control 
over his inquiry. Marx asked questions about class difference which guided his 
pen as he took notes in the British Museum. Analytical questions do guide the 
search for data. They tell historians what notes to take. They help to provide 
an organizational scheme for the presentation of evidence. They even determine 
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the subjects of books and articles, each of which starts with a question grow- 
ing out of a scholar's frame of reference. They are a legitimate way to think 
of structure as Schwab defines the term. They are the heart of the process of 
inquiry. They are essential to the study of history as Collingwood uses the 
word. 

Implications for Social Studies 

What does this definition of structure imply for the selection of content 
in social studies? It does not imply that our sole obje.ctive should be inquiry 
or that we should concentrate our attention exclusively on the process by which 
students can be taught to ask analytical questions and to develop questions of 
their own. Many curriculum projects have taken the question of objectives too 
lightly. We must begin to think more seriously about the different audiences 
in our schools— low Id, disadvantaged, potential dropouts vs high IQ, highly 
motivated, college-bound students — and the objectives most appropriate for 
each group. 

But given different audiences with which to deal; given three clusters 
of objectives (namely, attitudes and values, skill in the use of a mode of in- 
quiry, and knowledge of content); and given the known relationship between ob- 
jectives, teaching strategies, materials, and patterns of deployment: what 

does structure, viewed as analytical questions, imply for the problem of scope 
and sequence? Let me suggest four implications. 

First, since many analytical questions useful in historical investigation 
come from social science disciplines, the social sciences should be taught 
early in the school sequence. If this conclusion is sound, the attempt to 
develop social science courses as senior electives may be misguided. So may 
the attempts to save a chronological approach to the fifth and eighth grade 
history courses. Why teach history at all in the grades? Why not wait until 
children can handle chronology better and until they have learned analytical 
constructs? 

Second, historians must try to develop minimal lists of useful analytical 

questions. Those lists should be drawn from the work of other social scientists. 

I could easily turn many of Hanna's generalizations or Price's concepts into 

Fenton's questions. Carl Gustavson has taken a crack at a list in his chapter 

5 

on causation in A Preface To History . A methods book which I have written 
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also contains some key writings on this subject.* 

As we develop these lists, we ought to organize them in such a way that 
students will recognize immediately their source in social science concepts. 

We might begin by asking "What analytical questions are most germane to the 
analysis of a concept like culture?" A historian who uses these questions may 
be examining the culture of France during the reign of Louis XIV. Analysis of 
a culture demands a whole set of questions. Other clusters of questions can 
easily be developed. 

Third, we must experiment with the types of materials and teaching strate- 
gies which will best help students: (a) to learn some analytical questions; 

(b) to learn them, perhaps simultaneously, in the process of inquiry; and 

(c) to lea/n to generate analytical questions of their own. The Social Studies 
Curriculum Development Center at Carnegie Tech has been experimenting along 
these lines for almost three years. We have some crude notions of what ought 
to be done based on our own evaluations. Several other ^groups and a number of 
individual scholars are also working at the problem. It is not easy primarily 
because so many variables are involved at once— audience, objectives, teaching 
strategies, materials, previous courses in the sequence. Three of our con- 
clusions may prove interesting to you. 

A comparative method seems to work well. In the two one-semester ninth 
grade courses, for example, we compare the political and economic systems of 
a traditional society, the United States and the Soviet Union. We build the 
same sets of analytical questions into our study of all three societies. This 
device obviously facilitates comparison because it requires students to seek 
data about the same issues. It also gives them an opportunity to use the 
analytical tools learned in their examination of a primitive culture for the 
analysis of two complex cultures. The questions they have learned are immedi- 
ately useful. They are tried out in a different context. Our students remember 
them and are able to use them in a history course during the sophomore year. 
Repeated practice seems to help, hardly a startling conclusion. 

A variety of types of materials can be used to generate questions. We 
have used anthropologists 1 case studies, diaries, letters, articles from 
periodicals and many other types of data. In each instance we write an intro- 
duction and study questions which lead students to generalize and to become 
self-conscious about the process of inquiry. We find all of these materials 



far more useful for our purposes than traditional text accounts which give 
away all the answers, often to all the wrong questions. 

Finally, we have employed a wide range of teaching strategies to get at 
the use of analytical questions, in some cases, we have given students 
questions to learn and then invited them to apply the questions to data. Here 
we operated near the expository end of the continuum. On the other hand, we 
have sometimes given students raw data and challenged them to develop analyti- 
cal constructs which the data suggest. They end a discovery exercise of this 
sort with knowledge of the data as weH as knowledge of questions and of the 

process of inquiry. Many strategies dotting the continuum between these ex- 
tremes are also useful. 

In closing, let me suggest a fourth implication of structure viewed as 
analytical questions. We need new evaluating instruments. Our Center has 
heard about or developed two. The first consists of taped classroom sessions 
of experimental and control groups taught for a few days by a guest teacher who 
tries to get at the attack strategy of students. Do they use analytical quest- 
ions or don ! t they? How do they handle the process of inquiry? Having classes 

taped enables a number of listeners to analyze the responses and to form judg- 
ments. 

Our other proposed evaluating device consists of paper-and-penci 1 tests 
which will present students with data and ask them to pose questions to it. 

What questions will they ask— ones they have learned or ones they generate 
spontaneously? Will the questions be germane to issues that historians see 
implicit in the data, or will they be fired shotgun fashion in the hopes of 
hitting something? Can students ask clusters of questions getting at different 
aspects of the same issue? Only when we have defined our objectives behavior- 
ally and developed instruments to measure their attainment can we hope to learn 
whether analytical questions are the most useful notion of the structure of 
history. 

l R. G. Col 1 ingwood, The Idea of History (Oxford University Press, 1946). 

2 

Joseph J. Schwab, “The Concept of the Structure of a Discipline," The Edu- 
cationai Record , July, 1962, 197-205. 

3 

For a summary of this scheme, see Paul R„ Hanna and John R. Lee, "Generali- 
zations from the Social Sciences," In John U» Michael Is, ed., Social 
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CHAPTER 6 



AN APPROACH TO UNDERSTANDING THE CURRENT 
STRUCTURE OF GEOGRAPHY 

Robert McNee 
University of Cincinnati 

The Geographer 1 s Way - A Definition 

My first assumption is that the principal objective of a geography course 
should be to communicate L the geographers way. 11 In short, I am a Bruner ite. 

Saying this does not really help very much, because you then have to decide how 
to define what the geographer's way is* 

I define geography as what geographers share—not what geographers do, but 
what they share. Despite individual differences, there are a number of things 
that they share, which can be called the geographer's subculture. With apolo- 
gies to the anthropologists, I will call this subculture a tribe. Like a tribe, 
this profession has its rites of initiation, its heroes, its tradition, its 
sacred books, its common technology and language, and its division of labor. 

What is the first thing that one should look for in the mores or behavior 
of this tribe? I think it is the key questions that geographers have been 
concerned with for many years. One of the reasons for stress on key questions 
is my assumption that one of the chief things that gets professional geographers 
into geography, or professionals into any discipline, is their concern with 
getting answers to interesting questions. It is the research problems posed 
by geographers that give to geography its direction and thrust. 

Geographers, wishing to give the appearance of a coherent and united group 
to outsiders, commonly define their subject in ways that are very inclusive and 
inoffensive. The result is broad, static and uninteresting definitions, which 
obscure both the diversity among geographers and the fact the major interests 
of geographers change from time to time. Occasionally, however, some intrepid 
souls venture to pinpoint the current foci of research interests, which reveal 

the current trends in geographers' thinking. I am going to discuss two such 
recent efforts. 
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£jve Major Research Traditions in Geography 

Professor William Pattison, the first director of the High School Geography 
Project, drawing upon his experience in the project and with many geographers, 
described four major research traditions in geography. The National Research 
Council, in a 1965 book titled The Science of Geography J also addressed it- 
self to the problem of identifying the key questions that geographers have been 
trying to answer? They, too, came out with a list of four major areas of in- 
quiry, three of which were similar to Pattison*s, and one quite different. 

The important conclusions to be drawn from these two efforts are that the 
discipline of gsograpny is quite pluralistic, and that it encompasses a cluster 
of research questions. ! have combined the results of the two studies, giving 
a list of five research areas or traditions that will form the basis for the 
analysis of content and trends in geography that I shall discuss here. 

1. Physical geography, or earth science; the arrangement and functioning 
of things on the surface of the earth. 

2. Cultural, or ecological, geography; the relationship between man and 
his environment. 

3. Regional geography, or area studies; what a given place is like as a 
. total i ty. 

4. Spatial geography, or location theory; the geometry of the earth*s 
surface; why things are arranged as they are and why there are differ- 
ences in densities, dispersions, and patterns. 

5» Political geography; how the political system impresses itself on the 
landscape. 

Recent Direct i ons in Research 

All five research traditions have existed from the time geography was first 
studied in Ancient Greece. However, progress in each tradition has been un- 
even. At tne turn of the century, physical geography attracted the most attent- 
ion. Somewhat later, the question of man in relation to his environment pre- 
occupied most geographers. In the 1.930* s and early 1940* s, regional geography 
received the most attention. !n the last ten or fifteen years, geometric or 
spatial geography has attracted the largest number of productive and articulate 
research workct s« Political geography has been recognized as a significant re- 
search question by most 20th Century geographers, but has been actively developed 
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by only a few research workers. Perhaps political geography will hold the spot- 
light in the 1970* s. 

Parenthetically, the diversity of research interests raises a major problem 
m translating the geographer's way into a course. If we say that we want to 
reduce the lag between the actual research frontier and what goes on in the 
classroom, how do we decide which among these research questions shall be 
emphasized? If we are talking about the way of the past, the tradition of 
geography, then perhaps all five research traditions should receive emphasis 
in proportion to the research time each has received in the past century. If 
we say that we want to teach the way of the present, then a course should empha- 
size the research questions receiving the most emphasis at the present, hoping 
to bring students as close as possible to the research frontiers of today. How- 
ever, since each of these traditions has persisted for so many years, each mu<t 

ask important questions a ,d should not be slighted. This is a problem and I do 
not know the answer. 



Unifying Elements 

I have defined geography as what geographers share. Let me turn now to 
what geographers share in each of the various traditions, to that which unites 
the geographical sciences. Why has geography held together in a single dis- 
cipline? Why have geographers continued to read the same journals, attend 
the same conventions, and so forth? Part of the answer is found in the fact 
that individual geographers have often worked on different research questions 
at various times in their careers. Another unifying bond is common research 
technology and method. Geographers using similar research tools can under- 
stand each other even if the research questions probed differ #s much as those 
of physical geography and political geography. Cornnon understanding of maps 
as research tools, and of modern areal statistical methods, tend to unify them. 

Another unifier among geographers is their commonly held set of values. 

I think that most American geographers would agree that we share at least 

three key values. One of these shared values is the humanistic or esthetic 

appeal of maps. A second value that geographers share is the virtue of direct 

observation, which they usually label as field work. A third value shared by 

geographers is a yearning for that which is comprehensive, that which can be 
seen as a totality. 
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The yearning for totality is the reason geographers have tended to push 
the area study approach; it is an important value that they are trying to get 
across. The ultimate geographic problem is to understand the entire globe as 
one single interacting system. Of all geographic values, this is the one that 

is clung to most tenaciously by geographers. The globe is ours and no one is 
going to take it away from us. 

♦ 

Geography is further unified by its system of communication, which includes 
both visual and verbal symbols. Maps are a major means of communication, as 
are diagrams and mathematics. However, the major geographic communicative de- 
vice is language, including geographic jargon, it is because geographers share 
many concepts that they are able to communicate, even though they may be work- 
ing on differing research traditions. Four of the most important concepts are: 

1. Scale, and shifts in scale. 

2. Areal association. 

3* Spatial interaction. 

4. Regions and regionalizing. 

These major concepts hold together the whole system of geographic thinking; 

they span the five research traditions, and provide an important key to the 
"geographers way." 

£rom Geography Theo ries to Geography Curriculum 

The objective of a geography course should be to communicate the geograph- 
er's way, of which I have identified two major elements. One element is made 
up of the five great research traditions, which give direction and thrust to 
the work. The other is the group of forces which unify the separate research 
interests into a single discipline: a common technology, a common value system, 
a common conceptual system, and a system of communication. 

How does one translate the geographer's way into the concrete reality of 
a course? Reflecting the current emphasis on teaching concepts and structures 
rather than collected facts, "The Settlement Theme Course Outline" for the 
High School Geography Project stresses the understanding of ideas. 

The course emphasizes the geographer's mode of inquiry rather than his 
accumulated knowledge. To develop students' ability to use geographic techniques 
in the analysis of problems they will meet in the future, calls for awareness of 
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the orderliness in the arrangements of phenomena over the surface of the earth, 
and awareness of the interconnectedness of people and things in different places. 
Throughout the course there is emphasis on problem-solving which reflects the 
major research problems. We have also tried to bring into the classroom the 
excitement found at the frontiers of research. 

The titles, content, and major research emphases of the ten units of the 
"Settlement Theme Course" are shown in the table. All the major research tra- 



SETTLEMENT THEME COURSE OUTLINE 



Content Major Research 

Emphases 



1 


Introduction 


Statement of basic 
problems of geography 






2 


Urban Geography: 
Intercity Analysis 


Relation of city to 
site; land use; city 
growth 


Spatial , 


Physical 


3 


Urban Geography: 
Intracity Analysis 


City size and functions; 
relations among cities 


Spatial , 


Regional 


4 


Manufacturing and Location of manufacturing; 

Mining as Settle- city size and growth 

ment-Forming Activities 


Spatial 




5 


Agriculture 


Location of agriculture, 
and its relation to cities 


Spatial , 


Physical 


6 


Culture Change 


Culture innovation and 
diffusion 


Cultural 


• 


7 


The Habi tat 


Relations between man, his 
culture, and the earth 


Cul tural , 


Regional 


8 


Fresh Water Resources 


Water needs, supplies, 
and management 


Physical 




9 


Pol itical Units and 
Political Processes 


Interaction of political 
and geographic features 


Pol itical 


, Regional 


10 


The Frontiers of 
Geography 


Unsolved problems 







ditions are represented in the course, though with quite different emphases. 
Spatial geography, or location theory, has the most prominent role, reflecting 
the current strong interest of many geographers; it is present in all of the 
units, and dominates four of them. Cultural geography is dominant in units 6 
and 7. physical geography in unit 8, and political geography in unit 9. 
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Tools and Sequence 

Since there is a strong emphasis on problem solving throughout* appropri- 

ate levels of research technology are introduced to help the student learn how 

to solve problems* There are simple statistical procedures* simple map work* 
and other tools from the geographers kit. Students are given tasks which re- 
quire that they observe things and relate their observations to various types 
of data about the things they have observed; for example, to census data. 

Later in the course there is quite a bit of emphasis on the use of things 

that extend our ability to observe* such as air photos. Air photos are not 
direct observation* but they are about as close as you can get to direct ob- 
servation* . in a school situation* -of large surface areas. 

One unique aspect of our approach is that we start with the city, which 
is the most immediate part of the chi Id* s environment* and end eventually with 
the entire globe., l/e build from the city to systems cf cities* using central 
place theory* which relates the village and hamlet to the city, and the city to 
metropolitan areas, l/e then move to the inhabited parts of the globe that are 
not- highly urbanized — the non-Wes tern i zed or underdeveloped world — then to 
those parts of the world which are not inhabited* but cover a lot of the 
earth's surface. We finally end with the globe* which geographers feel must 
have a place in any course. In Unit 9, "Political Units and Political Pro- 
cesses," we stress problems of nation states inhabiting a single globe* as 
part of a single* interacting system. 



> 
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Conclusion 

The course is concept-centered. Concepts relevant to each unit were 
selected* but with a view to choosing concepts that are also common to a number 
of units. The final unit, not yet written* may summarize and integrate the 
conceptual structure* as well as pointing to the frontiers of research. 

The inductive approach is used in the course whenever it is feasible. How- 
ever, a healthy balance must be struck between the inductive and deductive* and 
times does not permit the inductive development of all concepts. 

By and large* 1 am satisfied that the "Settlement Theme Course" reflects 
"the geographer's way." 
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National Research Council, The Science of Geography (Washington* O.C.: The 

National Academy of Science, 1965). 



CHAPTER 7 

CONFLICTING CURRICULUM OBJECTIVES, AND TEACHER TRAINING 



■ Compel i 
Taba: 

Fenton: 



Taba: 

McNee: 



Lon for a Place in the Curriculum 

What does happen, or what should happen, to geography and history, 
which have traditionally taken up most of the time devoted to social 
studies when economics, sociology and other social sciences begin 
asking for space in the curriculum? Is it possible to make special- 
ists out of all the children in all these subjects? 

I think that is the wrong question. We should not be concerned 
with what is going to happen to ,l poor old history!' 1 The proper 
question is. What behaviors do you expect the child to exhibit at 
the end of his school career in the area of social studies? Then 
you define the behaviors, and the behaviors imply contents, materi- 
als, teaching strategies, and the rest. If each social scientist is 

prepared to fight to get his discipline into the curriculum, we will 
never get anywhere. 

I agree. 

Personally, I don*t mind a fight, in the sense of competing in a 
free market. The people who make the decisions about curriculum 
content should be free to choose from among all the things the 
disciplines have to offer, and the people in the disciplines 
should be free to make the best case they can for their product. 

But I want to say that the kind of geography | want to sell to the 
schools is not in the curriculum now. Children should be exposed 
to the same kinds of problems that research workers are trying to 
solve, not to the insignificant questions that are now so commqn 
in geography as well as much of the rest of the curriculum. 
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Behavioral Versus Other Objectives 

Si gel: How does Professor Fenton* s statement square with what he is doing? 

Why is he concerned with defining the structure of history, if be- 
havioral outcomes are the main objective? 

Fenton: I did not know about behavioral objectives when we started our pro- 

ject; I am still learning about them, and find them very useful* 

We hope to achieve three kinds of behavioral objectives: attitudes 

and values, inquiry skills, and some content objectives* There are 
a number of criteria by which one can select content; only one of 
these is the structure of the discipline, phrased as analytical 
questions. We are using the structure of the discipline, phrased 
as analytical questions, as part of the process of inquiry, of hy- 
pothesis formation. We also have other criteria for the selection 
of content* Some parts of content are selected to meet the needs 
and the interests of our particular audience, which consists of 
able high school students. These students need content that is rele- 
vant to college careers. We also select content because it is re- 
lated to problems that are important in the modern world. In 
studying Africa, for example, we focus on the problem of apartheid : 
and in India, we focus on the problem of economic growth. We also 
select content as a result of our judgments about the minimum things 
that any educated American should know, such as the identity of 
Pericles and Machiavelli. We have to admit that such choices re- 
flect our own value system. 
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Taba: When you have such a broad range of objectives, aren*t you concerned 

about whether you are covering enough history? 

Fenton: It does not bother me that we are not 'covering" enough history. 

You and I both know that the nation of "coverage" is a silly one. 

We cannot cover one-hundredth of one percent of all that is known 
anyway. But you could pick me up properly, because I have also 
said that there are certain minimum things that we should Vcover." 
These come out of my own value system, and I am perfectly willing 
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to make clear to everyone what my values are. 

Hering: In the sociology project, an internal conflict is developing. Some 

people in the project are talking about developing a course in 
sociology, using the inductive approach; others are talking about 

evolving ‘-episodes’ 1 that can be integrated into a government or 
history course. 

Professor Fenton said he does not see sense in a chronologi- 
cal study of history, and in fact the other social sciences should 
be studied first before approaching history. I agree with much of 
what has been said about improving the curriculum, but how are we 
going to create students who are experts in economics, in geography, 
and all the other social sciences as well as all the other subject 
matter outside the social sciences? How will the poor elementary 
teacher, let alone the secondary teacher, manage all this? 

Morley; When you write instructional objectives, as we are constantly doing 
in the school systems, you have to specify the components we have 
been talking about here. First, you have to specify some package 
of materials, titled in some fashion and containing a certain con- 
tent and conceptual structure. Second, you specify how students 
are to deal with the materials, in terms of some taxonomy of behav- 
ioral objectives, such as Bloom's. The problem is not one of ne- 
glecting content or process, because you have to specify both. The 
problem is that, when this is done, the teachers are locked into a 
pretty precise operation. A lot of our teachers don't want to be 

squeezed that much. They ask: Where is creativity? Where are 

values? 



It isn't a matter of choosing between content and process. The 
geographers in our project think in terms of a conceptual structure. 
But the Educational Testing Service people who are working with us 
keep saying that we have to state our objectives in behavioral terms. 

You have to keep up a dialogue about the proper relationship between 
the two. 
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Taba: In talking about content versus behavioral objectives, we are not 

taking a broad enough view of the whole educational process* 

Dr. Ralph Tyler, whom I would call the grandfather of behavioral 
objectives, listed four objectives of learning, in the Eight- Year 
Study* in the 1930's. One is knowledge; Dr. Tyler said that the 
trouble with knowledge was that it was not conceptually structured, 
and we are dealing with that problem now. The second is the area 
of cognitive processes: thinking, inquiry, question-asking. The 

third is values and attitudes. The fourth is skills. When you 
have taken care of concepts, knowledge, ideas, and so on, you have 
only done one-fourth of the job. The rest of the job which we have 
lumped under the "process' 1 category, has to do with how the students 
learn and how the teachers teach, and unless that package is also 
worked out, three-quarters of the job is left undone. The knowledge 
package alone, no matter how it is put together, does not get these 
other things done. 

Saylor: Yes, we must recognize different categories of objectives; they 

don't all fit under one heading. Some objectives can be properly 
stated as immediate behavioral outcomes; others as behavioral po- 
tential S”-the knowledge and understanding needed for behavior later 
on. - 



Fenton: Among the behavioral objectives related to attitudes and values, I 

see three kinds. One kind is behavioral attitudes which are neces- 
sary to important social processes, such as teaching in the class- 
room. We must insist that children do not throw spitballs and 
stink bombs in the classroom. There are also procedural values; 
for example, that subjecting judgments to the test of evidence is 
a better way to proceed than accepting something from authority. 

Then there are substantive values; for example, that democracy is 
better than communism. We have a right to teach behavioral values; 
and to try to develop certain procedural values; but with regard to 
substantive values, all we have a right to do is to ask the students 
to examine them, to reflect on them. 




Fenton: 



Organizi 

Senesh: 



We need much more than materials, and I am sure Professor Senesh 
will agree with me. We need an enlightening and convincing explan- 
ation of what we are doing, of what our objectives are, in order to 
persuade the consumers in the free market, as Professor McNee puts 
it. We need to develop, with an enormous amount of help from 
teachers, the various possible teaching strategies for our materials, 
and ways of supporting and elaborating our materials with methods 
books, films and other aids. And we need a major commitment of 
resources to pre-service and in-service training. For one thing, 
all the NDEA projects ought to get all of our materials; then the 
teachers should analyze the materials and report beck to their 
colleagues on them. None of this is being done new. The govern- 
ment is putting money into many separate projects and activities, 
without getting the additional benefits that would come from cooper- 
ative relations among them. An organization like the Consortium is 
an enormous help on this problem. 

ng the Disciplines for Teaching 

I would like to make a statement on the matter of crowding the 
curriculum with more and more disciplines. I am not asking more 
time to teach many social sciences than the time already being used 
today to teach under the flag of social studies. And I am not argu- 
ing for the teaching of economics as a discipline. I tried to make 
clear in my talk that I am not talking about a subject matter ap- 
proach, but an orchestration of all the social sciences, showing 
their relationships to each other as a background for the development 
of teaching units. I am talking about problems and units in the 
curriculum, not disciplines; the disciplines are used as they are 
needed, usually with one or another. disci pi ine playing the chief 
role at one particular time. 

In developing teaching methods for the new materials, it is 
very important that the teaching of skills and the teaching of 
subject matter be closely related-using problems, pictures, simu- 
lations, and games, to teach both skills and content. If a teacher 
tells me that she cannot teach social studies in the first grade until 
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February, because children cannot read sentences until then, I have 
to ask, What kind of sentences are you teaching them? 0on‘t they 
have any content? What is the sense of teaching sentences if the 
sentences don‘t make sense? 

The problem of training teachers is a very difficult one, but 
I have some suggestions. The first suggestion is not to add some 
more introductory courses in the social sciences, each with an 800- 
page introductory text. What is needed is cooperation among the 
disciplines, with the focus on solving social problems. I would be 
delighted to teach a course in cooperation with Professor Fenton and 
equally able and imaginative people from the other social sciences. 

I am sure we would never have any disagreement, or feel that one is 
pushing the other out. All I want is the opportunity to sneak in 
the economic analysis that is necessary to understand why farmers 
demanded cheap money, when Professor Fenton is talking about the 
farmers* demand for cheap money. When the gold rush is the subject, 

I don* t want the children to connect it only with saloons in San 
Francisco; ! want them to understand the economic causes and conse- 
quences of the gold rush. 

When the problem of cooperation between the social sciences in 
teacher training is solved— and it should not be too great a problem 
to solve— we still have a very big problem. That problem is cooper- 
ation with the methods people. There is practically no relationship 
between the people in methodology and the people in subject matter. 
They work in adjoining buildings, and never see each other. Nothing 
moves from one building to the other except the students, and after 

four years the students might well ask, "Are all these trips neces- 
sary?" 

English: I agree with Professor Senesh, particularly regarding the teaching 

of a lot of different and unrelated courses in the various disci- 
plines. I wonder if that is wise, either at the college or high 
school level. Knowledge for each course is learned, tested, and 

forgotten. Some relationship and continuity between the disciplines 
is needed. 
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McNee: 


1 think Professor Senesh has given the answer to the problem of un- 
related disciplines and rote learning, if courses are taught by the 
inductive approach, the problem is solved. 



The Problem-Solving Approach 



Berlak: 


1 am not convinced that the problem-solving approach is the answer , 

to ail our problems, or that it has any value at all. In the first 
place, we haven't defined what we mean by problem-solving, or what 
we mean by problem-solving as an educational objective. In the 
second place, we do not know that problem-solving ability carries 




over from one subject to another, that teaching problem-solving in 1 

geography will help students solve problems in history. 1 think 
each of the curriculum projects has the obligation of thinking 
through these two questions before they rely so heavily on the in- 
ductive approach. 


3 McNee: 

r 


The reason 1 am so convinced about the necessity of teaching the 
inductive method is that it is essential to science, and we have 
a culture to which science gives the main thrust. Scientific 
method is the highest value in our society. There are other values 
too, but this is a world of science. In order to prepare the stu- 
dent for the kind of world in which he lives, we have to show him 
how science works and what the scientist does. Teaching students 
what scientists have learned doesn't do much aood. because half 
of what anyone learns this year will be obsolete in ten to fifteen 
years. That is why 1 am so strong on problem-solving. 


Sigel: 


But you solve different problems in different ways. A problem in 
aesthetics isn't solved the same way as a problem in geography or 
chemistry. We have to define what is meant by problem-solving, and 
to discover the specific operations required to solve problems; then 
we need particularly to reinforce the understanding and behavior 
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that is general rather than specific to certain kinds of problems. 

Problem solving is not the private domain of certain content areas. 

• 4 


ERIC 





72 



Taba: 


1 would like to follow up the question of what are the skills of 
problem-solving. There have been some sacred routines for problem- 
solving for twenty-rive years, and the problem with all of them is 
that it is a mechanized process: there is a ritual, but no under- 


t 


standing of the process. The people who are talking about problem- 
solving have the obligation of defining the necessary skills and 

the methodology; and this knowledge must then go into teacher train- 
ing. 



Use of Concepts in Problem-Sol vinq 



Feather- 

stone: 


1 want to go back to Professor Fenton's comments about the place of 
concepts and generalizations in planning a curriculum, i agree with 
him that they can be useful in the preliminary organization of 
course material. And 1 also agree with him that the real objective 
is to get the child to develop his own concepts and questions. The 
really successful course is one in which the student moves beyond 
the planner's design of the course. What 1 still do not uncs/stand, 
though, is how you relate behavioral objectives to materials. Could 
you give some specific examples? 


Fenton: 


We want our students to know how political decisions are made in 
any sort of government. We gave our 10th grade students some diaries 
written at the court of Louis XIV, from which they could independ- 
ently form analytical schemes to explain the government of the time. 
There are some interesting things in the diaries. For example, one 
diary tells about a king who is stopped during a walk down the 
street by a courtier who asks for and gets a favor. This is an 
access question; how do you get access to a decision maker? There 
is a lot of information about who gets to be a decision maker. The 
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king becomes one because he was sired properly. A lot of other 
people get to be decision makers in the same way. Still others are 
recruited from various areas in the society because they have parti- 
cular sorts of backgrounds. The diaries give much fascinating in- 
formation about the recruitment of political leaders and about access 

to political leaders. There are interesting questions about institu- 
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Feather- 

stone: 



Fenton: 



Taba: 



Fenton: 



Taba: 
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tional arrangements: in what institutions should decisions be made? 

The information and application of analytical questions from politi- 
cal science and history helps the students understand more about 
political structures. 



I have a feeling that Hiss Plessner and myself are doing exactly 
the same thing in the Colonial course. It amounts to teaching 
children to use induction, analysis, evidence, and testimony, and 
to make inferences. 

We built these questions into the 9th grade political science 
course, and then we challenged the students to use them in the 10th. 
What delights me is that they sometimes turn up with questions that 
didn*t go into the 9th grade course. They were able to generate 
analytical questions that they had not encountered in previous 
courses. 

You are taking it from the angle of what questions it generates. 
Let's look at it from the angle of what skills are required; there 
are at least four. First is the ability to identify pertient points 
in the diary; to kncw*what to look for. Second is relating one 
point to another. Third is going beyond the material given in. the 
diary to make inferences. That is very difficult; most of us stick 
closely to the data given. Finally there is verification of the 
universality of whatever inference is made. What are its limit- 
ations? These skills refer to the process of analysis, something 
different from question-aski ng. 

First you ask questions, then you make an analysis of the data 
available to answer the questions. That is, you hypothesize and 
then you validate, abandon or alter the hypothesis. 

Yes, those are the skills. My question is, Are these teachable 
things? And are they generic enough to apply to a political docu- 
ment, a diary, a chart, a map, or whatever? 
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Starke: I a9ree with Professor Fenton about the desirability of using be- 

havioral objectives in curriculum construction, and it is delightful 
to hear a historian talking like an educational psychologist. But 
I have recently run across an example to shake my faith, a little, 
in behavioral objectives. The AAAS elementary science project,, with 
behavioral scientists well represented on its board, has a curricu- 
lum which is highly oriented to the processes of scientific inquiry. 
Some scientists who are starting to raise strong objections to this 
curriculum, because the structure of scientific ideas has been 
slighted by the emphasis on process. What l expected to find in 
this discussion has not come about. I expected most of you to 
favor the conceptual, or structural, approach. I am very dubious 
about the conclusion that the processes we have talked about are 
far more important to the curriculum than the content, the concepts, 
the generalizations that are being pushed down the priority list. 

Teaching Values 

Shaver: I agree with Professor Fentons earlier comments that we need to 

be cautious about inculcation of values. But it is not always easy 
to draw the line between procedural and substantive values. In our 
society we have certain commitments as individuals and as teachers, 
perhaps including the obligation to inculcate values that go beyond 
the procedural ones. I would be very upset if a child in my class 
said, "People do not have a right to equal opportunity. It is a 
ridiculous notion." I would have the feeling that this child is 
out of touch with reality, that perhaps his home and his education 
had failed him. 

Senesh: I would not be at all upset by the child who complains that people 

do not have a right to equal opportunity. This would be as exciting 
to me as a new epidemic is to a medical student. I would pick up 
the issue, asking "Does a problem exist with respect to equal or un- 
equal opportunities?" I would bring out pictures— protests before 
a courthouse, for example. 1 would establish the existence of a 
problem, as the first step, by showing the symptoms of the problem. 
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Next, I would define the problem, that people want something that 
is not provided for in our system of institutions; and social prob- 
lems are always of this nature — a disparity between desires of 
people and the social arrangements. 

Next, I would look for all the relevant facts that I could 
find, from the sociologist, the anthropologist, the political 
scientist, the economist, and so on. I disagree with the people 
who deplore the fact that the facts of the sociologist are different 
from the facts of the economist, as though this means that the facts 
of one of them— or, more likely, both of them— are wrong. The prob- 
lem of discrimination is an excellent example of a problem for 
which we can use the expertise of many disciplines, which calls for 
great skill rather than for deploring the different views taken by 
different disciplines. 

After the scope of the problem had been established, I would 
ask what its causes are. From economics, 1 would sneak in the 
analytical tools of market theory and welfare theory, to explain 
the existence of unequal opportunities. I would ask the other 
social scientists to use their analytical tools to help explain 
the causes of the problem. 

Finally, I would propose solutions to the problem, l/hat can 
individuals do to solve it? What can be done cooperatively? V/hat 
can be done through the government? 

This is an excellent example, on which we can build an inte- 
grated social -science problem approach* 1 think 1 would even bribe 
children to bring in problems like this. 

Teacher Training— Getting the Materials Into the Classroom 

Fenton: I do not know how we will resolve the question of teacher training. 

It will not be through institutes such as the NDEA institutes last 
year. There were 3,200 teachers in history institutes and 1,400 in 
geography institutes. I don‘t know how the geography institutes 
were, but the history institutes were very inadequate. 

McNee: The geography institutes were still worse. 
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Fenton: 



Hering: 



Feather- 

stone: 
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The institutes did some good things for the teachers, and I don't 
underestimate that, but they are not going to have much effect on 
the behavior of the children. Most of the historians who ran the 
institutes looked upon their functioning as that of communicating 
the latest research results on Jacksonian democracy to the teachers. 
Such knowledge will not be of much help to a teacher who has a class 
of disadvantaged eighth-grade children in a big city. 

But Professor Senesh seems to feel that there are a lot of teachers 
who are all ready to use new ideas and new materials, who say, "Fine, 

just give me the materials; I want to teach economic concepts in 
the first grade." 

I think it would be extremely useful if we would stop talking ex- 
clusively about general concepts and principles and would talk 
about specific classroom materials, as illustrations of concepts 
and principles,, as Professor Senesh has just done. I have had 
trouble today because I can't see how the things we are discussing 
would actually work out in the classroom. Talking about theoreti- 
cal curriculum development should always, be done with reference to 
specific classroom materials. We could be clearer, for instance, 
about this whole business of behavioral I y-stated goals. It would 
take us more time, but I think it is absolutely necessary. 

Some of our work at the Lincoln Filene Center, at Tufts University, 
is relevant to the comments that have just been made by Professor 
Senesh and Mr. Featherstone. We have a K-6 curriculum project in 
the area of racial and cultural diversity, dealing with the prepar- 
ation of instructional materials that provide an alternative to the 
"lilly-white" elementary social studies textbooks and readers that 
are still common. These materials have behavioral goals, and they 
are concerned with problem-solving. We know full well that instruct- 
ional materials are not going to do the whole job in this sensitive 
area of racial and cultural diversity, and we are trying various 
strategies in the area of teacher education, which you might be inter- 
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ested in knowing about. 

We produced twenty-eight 45-minute programs for teachers last 
summer, under Title IV of the Civil Rights Act, designed to go with 
curriculum projects that deal with the problems of racial and cultural 
diversity in >he United States. We have done a number of films with 
McGraw-Hill that are designed for pre-seFvice and in-service teacher 
education. I think video tape and films, accompanying the develop- 
ment of instructional materials in projects, can do a great deal to 
help the teacher cope with the ideas and materials that come oat of 
the .project?*' Professor Fenton has produced some films about his 
project, which I think are very helpful to teachers. We have in 
the script stage at Educational Services Incorporated a film to 
introduce the "Subject to Citizen" theme of the junior high program. 

In addition to producing materials to aid in teacher education, 
we have kept in close touch with state commissioners of education 
and superintendents of schools and classroom teachers in the nine 
Northeastern states that are close to our Center. Last fall, we 
invited a large group of teachers to participate in a two-day con- 
ference at which four directors of projects producing economics 
education materials at different grade levels explained their pro- 
jects and their materials. 

I think that when we try to communicate as project directors 
or as social scientists, we should have many teachers involved. We 
should also follow up to see if the conference is helpful to them in 
revising their curricula and taking account of some of the new things 
that are going on. I do want to emphasize that in the area of teacher 
education, there are many possible ways in which project people can 
help to get these materials and ideas directly into the classroom. 



Hering: The big problem 1 see is finding people who are able to integrate 

and implement these materials. Our projects must concern themselves 
with this problem. 

I am very pessimistic, having been a teacher very recently. I 
don't think that many teachers are equipped to deal with these ideas 
yet. I don't think the materials we are producing are really getting 
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to the heart of the problem of helping teachers, especially in the 
elementary grades. I don*t think we have the personnel that is 
needed to get our materials to teachers in an effective way. 

English: In my work with the Educational Research Council of Greater Cleve- 

land, I have been tremendously impressed by the fact that a movement 
from the schools has been generated, demanding improvement of the 
curriculum. This certainly makes life a lot easier for someone 
who is trying to improve it. l.'e have thirty-odd school districts, 
all of whose superintendents are right behind the effort to improve 
the teaching of the whole curriculum, and they have persuaded a good 
percentage of their teachers to be just as enthusiastic. Perhaps we 
could get similar local councils in other parts of the United States 
to work in close cooperation with the teachers. It might solve some 
of the problems we have discussed. I would add, too, that we have 
tried many types of experiments in in-service education; we have 
the kind of teachers* guides that Professor Senesh spoke about, 
and we are trying to help the teachers in every way possible, l/e 
have summer sessions, classroom visitations, and at present we have 
a tele-lecture series that goes on every two weeks, in which we have 
about 5,000 teachers listening to talks by experts. The talks are 
followed by question-and-answer periods in which the teachers try 
very hard to put the speakers on the spot. I think we have gener- 
ated a good deal of enthusiasm, and that this is the kind of local 

participation and enthusiasm that is essential for the changes for 
which we are hoping. 

Shaver: One reason that curriculum projects have failed in the past to get 

into the schools is because of inadequate mechanisms for getting 
materials to people who would like to use them. There are several 
reasons for this failure. One is that some projects are reluctant 
to release their materials, or even information about their work, 
until everything is finished to perfection. Another is that funds 
are inadquate for new materials. Another is that there are too few 
opportunities for teachers to look at and learn about new materials. 
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In Salt Lake City, nineteen elementary schools are using Pro- 
fessor Senesh's materials with culturally deprived children, financed 
under Title I of Public Law 89-10. That is one way that materials 
can be made available. Other ways are needed, and perhaps publishers, 
project people and school people could all play a more active role. 

Symmes: In our Developmental Economic Education Project, at the Joint 

Council on Economic Education, we have a large network of affiliated 
local councils for teacher education. We try to do a great amount 
of in-service education and, at the same time, build curriculum 
materials. We are working for kindergarten through grade 12. 

One of the things that I have found satisfying in this confer- 
ence, and what I have seen lacking in the economics education pro- 
gram, is the presence of teachers or college professors of economics 
who have an understanding of . the structure of the discipline of 
economics and can communicate it. What we need to do is to get a 
definition of the structures of each of the disciplines that can be 
communicated to the teachers. This has not been done, and I see 
the Consortium as an organization that could do it. 

The other thing needed is to design a new structure of social 
studies— to create a new discipline. Some people, Alfred Kuhn, for 
example, are attempting to do this.^ What we need to communicate 
is the structure of the disciplines, and then teachers can start to 
teach, because the bits and pieces will have something to hook onto. 

Arbital: V/e have had a curriculum revision program going on for some time now. 

There is an entire district in New York, as well as schools in other 
districts, using the Professor Senesh Grade 1 and 2 materials. V/e 
have also been using the Lincoln Filene material, the Educational 
Services Incorporated material, and the New York State proposals, 
and our own. In response to a position paper last year on revision 
in grades K-12, we had 17* 500 replies from teachers. Teachers from 
all levels responded, from kindergarten through twelfth grade, and 
they indicated what they liked and disliked about the present curricu- 
lum. I disagree with those who think the teachers are not ready for 
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changer-they are quite high. They are dissatisfied with what they 
have been doing, and they want change. When they are given opport- 
unities to experiment with new materials, they do quite well. 

We are getting a lot of feedback from 130 schools using our own 
materials, which are rather loosely organized. In the feedback we 
expected people to say, "I like this." "I don't like this." "Throw 
this out." "Add this." This isn't what we are getting; we are 
getting materials that teachers themselves are developing in the 
classroom, as a response to our materials. They are sending us 
lesson plans and asking that they be evaluated. We are finding 

that many of our teachers are active and creative and innovative 
at this moment. 

Silverman: In a county that prizes reading and arithmetic in the elementary 

grades, I have found a devious method for getting new social studies 
into the curriculum. This is by choosing materials that are readable, 
and interesting to children, and that contain some of the bigger ideas 

that we wish to get across. I would submit to you people in the pro- 

jects that you not only prepare good teachers 1 materials, but that 
you also get people started writing things that children will enjoy 
reading; and that you also educate your teachers along with the 
children. One reason that people in Miami were eager to get Profes- 
sor Senesh's material is that is is usable by children. 

Senesh; I would like to close with three points. First, | am sorry that we 

did not pick up the question of evaluation. I do hope that this 

subject can be discussed later; I think it is very important. I 
would like to know what the innovators relationship is to the whole 
evaluation process. Second, I want to clarify something that was 
said about chronology. I think what was meant was that the usual 
approach to chronology should be revitalized so that historical 
sense develops for the children, so that when you say 1776, or any 
other date, more than one event comes to mind and the whole histori- 
cal period opens up. The idea of time-sense should be used instead 
of the conventional one of chronology. Third, I firmly believe that 
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people who are teaching knowledge are not neglecting the behavioral 
objectives* V/e feel strongly that the basic emphasis on knowledge 
in our society helps make the individual a better participant and 
leads to appreciation of our political and economic system* 



1 



See Alfred Kuhn* The Study of Society: A Unified Approach (Homewood, 

nois: Richard D* Irwin and the Dorsey Press, 1963)* 
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CHAPTER 8 

CONCEPTS, STRUCTURE AND LEARNING 
I rving Si gel 

Merri 1 1-Palmer institute 

Designing the Curriculum to Fit the Consumer 

I thought I would respond to a number of things which happened today. 

First, I am surprised to find we spent most of the day discussing curricula 
without paying attention to our consumer— the child. If it were not for the 
child, we would have no job. Therefore, when we talk about a curriculum, we 
must raise the question. Where does the child fit in? How, in fact s do we re- 
late the fancy structural concepts of a discipline to this developing organism 
who is different in kindergarten from what he is in the twelfth grade— not only 
by virtue of having been exposed to a curriculum, but also through the influence 
of society outside the school? 

The whole discussion about values I found most interesting because it 
ignored the fact that the child comes to school not as a tabula rasa but as an 
individual who has a number of predispositions to respond to and select stimuli. 
To assume that the school has such significant effects on values, without tak- 
ing into account the influence and possible conflict that can arise between 
home and school, seems presumptious. 

As a developmental psychologist, my point is that there are at least two 
major considerations in planning curricula. One is the developing nature of 
the child, both cognitive and effective. The other is that he does come to 
school from an environment which has already had tremendous impact on his way 
of thinking, reasoning, and feeling. If we look upon social science in this 

way, I would say that there are at least five categories of outcomes or goals 

that must be kept in sight. 

The Goals of the Curriculum 

First, there are certain behavioral outcomes which are actions and intent- 
ions. That is, it is reasonable to expect some changes in behavior as a result 
of Input. Second, there should be a knowledge change. The rate and amount of 




this knowledge change will always depend on the child's actual and potential 
attainment. Next, there are values and beliefs that should emerge, not neces- 
sarily through the teachers 1 explicit behavior but implicity, because children 
use adults as models. The fourth goal concerns motivation . This must not be 
confused with behavior. The kinds of motivation which should be the outcome 
of a curriculum are interest, persistence, and concern. 

Finally, a problem-solving strategy should evolve. The child must develop 
a way of knowing how to go about solving problems. Problems can be viewed as 
conf 1 ict- laden situations, ai<d solutions must be rendered which lead to the 
resolution of problems. Solving problems in the social sciences is more 
difficult than in the physical sciences, since solutions are not so clear-cut. 
Our solutions are tentative, subject to change. This puts problem-solving in 
the social science disciplines in a place that is unique. One has to learn 
to tolerate ambiguity in the social sciences. A striking example might be that 
of taking children to see a city council in action. They might see continual 
disagreement, no solution to problems, and only tentative or partial completion 
of tasks. Five years from now they may still see similar wrangles over poverty 
housing, etc. Yet the students need to acquire perspective here. So you see, 
the strategy that children must learn is how to handle conflict situations, 
how to tolerate partial solutions, and what expectations to have. The curricu- 
lum must provide a strategy for dealing with such problems. 

You may not agree with these goals. For me, a successful social science 
curriculum will provide the necessary knowledge upon which to make decisions, 
a set of problem skills to aid in attacking a problem, and the awareness that 
all solutions are true only until proven wrong. We can only hold our "truths" 
temporarily. They are dated. 

Shaping the Curriculum to the Needs of the Educational System 

The second area to which 1 would like to address myself is the context in 
which these curriculum changes are taking place. What are the ingredients of 
this microcosm we call education? Important variables are the teacher, the 
child, the social structure in which the teacher and child are interacting, 
and the atmosphere in the classroom. With regard to the teacher , we must 
clearly see her role as a member of a complex hierarchical society. No matter 
how inr.ovative she wants to be, and no matter how fancy the curriculum, her 
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success is in part determined by the attitude of the administration. If she 
has a principal uncommitted to innovation, that teacher will likely not inno- 
vate. Alternatively, if you can't get t.ie teacher involved in curriculum 
development with real career enthusiasm, the fancy curriculum will still go 
unused. If the teacher is committed, it is reasonable to question such variables 
as competence in teaching, the strategy the teacher can employ in implementing 

any curriculum, and the flexibility shown in moving beyond the tight curriculum 
bonds. 

In addition, there is the school organ izat i on to consider. Teachers have 
to function in this social structure and it may be pertinent to ask whether 
the curricula can really be used in the various kinds of school organizations. 

For example, if a non-graded school is involved, can the curriculum be applied? 
What about the relationship between grades in a graded school?— how much chance 
is there for continuity? How much autonomy does the teacher have in dealing 
with curriculum matters? What is the place of social science in the total 
program? Also, what teaching aids are to be used to elaborate the teaching: 
f visual materials, laboratories, experiences, and trips? This still leaves the 

question of how these experiences fit into a total picture. Seen in this 

light, the selecting and structuring of information appears as another basic 
problem. 

Lastly and crucial is the chi id himself. | wish to discuss him as a cog- 
nitive being, using Piaget's ideas on cognitive development . 1 One basic 
assumption is that intellectual growth is sequential and irreversible. The 
child moves in a pattern of development from what one might call a sensory- 
motor, action-oriented point very early in life, to the point where he becomes 
a logical, thinking adult. The mental skills that the child acquires at one 
stage are not necessarily fixed at that stage forever. In other words, there 
is constant reorganization, and development of new skills. The best illustrat- 
t ion I can think of is the way we study causality. | rub two objects together 

and create heat. Here is a kind of simple cause and effect relationship which 
we can discuss in Grade One. In graduate school we can read philosophical 
texts on causality, still dealing with the same problem which now is a complex 
set of issues. As the child acquires these kinds of skills he achieves a 
) certain equilibrium, then acquires new information which requires reorganization 

of his cognitive structures, and goes on again. According to Piaget there is a 

, er|c 



85 



constant process of assimilation and accomodation, which in effect is the ac- 
quisition of new information and reorganization of one‘s posture toward prob- 
lems and issues as a result of this new accomplishment. 

l*/e take the position that the child is ready for certain things when he 
can perform the prerequisite intellectual operations. For example, in the 
geography curriculum presented by Professor McNee: in order to handle the 

material the child has to understand multiple causality, probability, the 
concept of space and the concept of time. If this curriculum is due to begin 
in the tenth grade, then it is probably suitable. Similarly, in the history 
curriculum presented by Professor Fenton, it is necessary for the child to be 
able to look at the same event from different viewpoints, picking out salient 
features, either by observation or inference, and ending up with a set of in- 
tegrated understandings of a complex historical event. Readiness, then, is 
a function of operations that the child is already able to perform, and he is 
ready provided he has acquired the prerequisite skills for new experiences. 

Cognitive A cquisitions Necessary for Understanding the Social Sciences 

I am going to suggest a number of the cognitive acquisitions which seem 
most relevant to the social sciences. One is the ability to think in terms of 
natural causes — to see how an event is determined by other specific events. 

For instance, if you behead a king, there are certain outcomes which are 

% 

different from the outcomes of just putting him in jail or not doing anything. 
Here the child needs to be able to conceive a variety of types of causes. A 
second cognitive requirement is the ability to think probabilistically . 

Children, especially under the age of seven, tend to think in absolute terms 
about causation and the future; but to work in the social sciences it is 
necessary to be able to make probabilistic inferences. 

The ability to classify and to group things in hierarchical structures 
or relational structures is another important cognitive acquisition. To do 
this the child has to be aware that every object, person, and event has 
multiple characteristics; this poses the problem. Do we classify on the basis 
of one, two, three or more criteria'/ From this decision emerges a sequence 
of hierarchies, depending on the child*s ability to coordinate the properties. 
This is a very complex task, but we can teach classification if we are sensitive 
to its complexity. The ability does emerge without direct intervention, but as 
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interveners and educational planners it is our duty to be aware of the possi- 
bility of including appropriate experiences to facilitate the child's acquisit- 
ion of classification skills. In a number of studies, we have been able to 
teach five-year-olds to clajsify objects in r. multiple way, and to construct 
new groups by addition (e.g., forming a group in which the blocks are red or 
round) and by multiplication (e.g,, forming a group in which the blocks are 
red and round). These operation* are similar to the set theory children are 
now studying In the “new math," experience which should have some influence 
on how they are able to deal with social science materials. 

Last »n this group is the ability to understand conservation , the prin- 
ciple that objects retain certain clwecteri sties in spite of transformation 
in role, appearance or space. Conservation is often illustrated by Piaget's 
experiment with two bails of clay identical in shape and quantity. One ball 
is transformed into a sausage or a pancake. The child is asked if each ball 
contains the same quantity ever, though the shape differs. There seems to be 
a definite stage when a child realizes the balls of clay are equal in quantity 
even though the shape differs. He conserves the essence in spite of trans- 
formation. The idea that an object maintains its identity in the face of 
transformation is a complex yet crucial concept. 

Our research shows that a child understands conservation only if he 
understands three principles. One is multiple classification, already dis- 
cussed. Another requires the child to be aware of potential disparity between 
what he sees and what is in fact true. Children shift from being literal, 
bound by the observable, co the ability to make inferences. Two one-half 
pint containers may vary in shape, but still hold the same amount of liquid. 

To grasp this requires comprenend? ng that what Is perceived is not necessarily 
true, it is also necessary to understand that changes in one dimension can 
create changes in another : an application of the principle of compensation. 

The third ability required to understand conservation is what Piaget calls 
reversibility. The child must understand that the ball of clay, after being 
transformed into a pancake, can be molded into a ball again, with the original 
quantity of clay intact. Conservation is a relevant principle for social 
science; the fact that a person maintains an invariant role in the face of 
social transformations, for example, is relevant to political science. 

Given the four cognitive acquisitions just described, the child is ready 




to start thinking in formal terms: to generalize and construct hypotheses on 

the basis of observations, to make deductions from hypotheses, and to test the 
deductions and modify hypotheses on the basis of further observations. 

Implications for Curriculum Planners 

I have not spelled out a full theory of curriculum development, and I do 
not think this can be done at the present time, when only the most causal 
acquaintanceship exists between curriculum developers and we child develop- 
mental ists. Nevertheless, I think I have suggested more than enough substance 
to keep curriculum workers busy for a while. 

Let me confine these remarks on curriculum planning to the subject of 
classification, which may seem to many an unimportant matter that can be 
handled in a few days, if it deserves a place at all. i shall suggest a 
sequential development, beginning with the simplest tasks and ending with 
thought processes that are rather complex. 

1. Classify a group of objects into a few classes; for example, a group 
of blocks into round and angular; or into red, green and blue; or into yellow, 
blue and other. 

2. Classify a group of objects into two groups, then subclassify each of 
the groups into two groups; for example, classify a group of foods into fruit 
and sandwiches, then subclassify the fruit into apples and oranges and the 
sandwiches into jelly and cheese. 

3. Merge several groups of objects into larger groups on the basis of a 
new classification; for example, red, g**een, yellow, and plain blocks into 
dark-colored and light-colored groups; or robins, cardinals, cats and dogs 
into winged and four-footed animals. 

4. Classify a group of objects on the basis of two characteristics for 
each group; for example, a group of blocks into red-round, red-square, green- 
round and green-square. 

5. Using the four groupings of item 4 above, form alternative (i.e. , not 
simultaneous) groups that are red-or-round, red-or-square, green-or-round and 
green-or-square. These examples represent logical addition. 

6. Again, using the four groupings of item 4 above, form alternative 
groupings that are red-and-round, red-and-square, green-and-round and green- 
and-square. These examples represent logical multiplication. 

At each stage of the sequence suggested above, the application can be ex- 
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panded in each of two dimensions. First, a larger number of categories can be 
used; this will enlarge the chi Id* s familiarity with and ability to handle the 
basic concepts. Second, and much more important, other types of objects or 
instances can be used: instead of blocks, food and animals, we can use person** 

ality characteristics (for example, happy, sad, irritable, demanding), group 
situations (harmonious, tense, unfamiliar), historical episodes (wars, revo** 
lutions, territorial expansion) and social problems (depressions, graft, juven- 
ile del i nguency) • It is possible to construct an indefinite number of such il- 
lustrations, because of the simple but crucial fact that all objects or instances 
in any class have many attributes. It should be clear from these suggestions 
that a very broad range of important and difficult things can be manipulated 
within the framework of classification problemSv Perhaps less clear is the 
fact that the applications suggested are leading toward an understanding of 
probability and causality in social phenomena. 

Summary 

The educational system should be directed toward the accomplishment of a 
number of interrelated goals: toward modifying and developing the child's be- 

havior, knowledge, values, motivation, and problem-solving ability. Curriculum 
planners, teachers and administrators must all be aware of certain character- 
istics of children and of child development, if they are to be successful. 

If we think of planning an educational program for a particular child, 
beginning at a particular time, we must take full account of the experiences he 
has had up to that time. He is not a tabu! a rasa , even at the age of five or 
four or three. But neither is the pace and sequence of his development fixed 
for all time, even at the age of eight or ten or twelve. Orawing on the 
theories of Piaget, we have argued that there is a certain necessary sequence , 
but not timing , of development. 

In his early stages, the child is sensory-bound, action-oriented and 
literal-minded. His development into an adult capable of the inferential, 
hypothetical-deductive thinking required for analysis in the social sciences 
must follow a certain sequence. Specifically, he must learn to think in terms 
of natural causes, to think probabilistically, to perform simple and multiple 
classification, and to understand conservation. 



These ideas are presented with more detail in Irving Sigel, "The Attainment of 
Concepts," in H. L. Hoffman, and L. W. Hoffman, eds.. Review of Child Develop- 
ment Research , (New York: Russell Sage Foundation, 1964), I. 



CHAPTER 9 



ROUND TABLE: THE NEED FOR CRITERIA, RATIONALE AND PERSPECTIVE 

IN CURRICULUM REFORM 



Morris- l( . 

sett: We are now half-way through the conference, and It Is time to take 

stock. How far have we moved toward our goals? Are there any Im- 
portant things we should be talking about that we have omitted? Are 
we wasting our time discussing the wrong things? 

I have asked three participants to comment on these particular 
questions. 

Senn: We can see where we are by referring to the conference goals. Hap- 

pily, we have achieved some of them. “The exchange of ideas" about 
approaches taken to social science content in the new curricula," 

given as the main purpose of the conference, has occurred most 
pleasantly. 

There are, however, some doubts that much has been said that 
will contribute to the improvement of the social studies curriculum, 
another of our goals. We have had the benefit of several brilliant 
individual solutions to certain aspects of structure and content in 
the social studies curriculum. But precisely because they were 
individual, I am afraid they will not be useful for dealing with the 
real difficulties of social study content on a nationwide basis— even 
assuming educational pluralism. Two things are needed. One is a 
set of criteria for making educational choices from among the variety 
of approaches offered. The other is a way to translate the theories, 
generalizations, and insights we have heard into educational practice 
and reality. Just what improvements are to be made and how they are 
to come about remain important questions for us to discuss. Let me 
illustrate these points by way of a few comments. 

It has been said that most of American education consists of 
teaching children answers to questions they didn't ask. Fenton and 
others suggest that we reform and teach children to ask questions 
they didn't ask before. Perhaps this is a step in the right direction, 
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but answers are important too. Even if children learn to ask some 
of the right questions, they can*t ask all of them. V/e have to 
teach some questions as well as answers, but which ones? 

There has been little explicit discussion of models of curricu- 
lum reform. I am concerned about the implicit assumption that the 
appropriate models for implementing curriculum reform are the same 
in the social studies as in other major areas of curriculum reform- 
in the biological, sciences, mathematics, and language arts, for 
example. I do not think that the model of curriculum reform that 
has worked in these other fields is applicable to the social studies. 
One reason for thinking this is that there are many more social 
studies teachers than there are mathematics, French or biology 
teachers. Another reason is that social studies teachers are not 
as well trained in their own fields as are teachers in those other 
fields. The nationwide assumption that the mathematical, language, 

and science models of reform will apply for the social studies is 
not realistic. 

I also urge you not to forget that children deserve a childhood. 
Even if Bruner is right in saying that any subject can be taught in 
some form at any grade level, all the specialists cannot be honored. 
When will we discuss the question of priorities, and just how much 
of a child's time should be spent in study at different ages? 

There are two other conditions that will handicap improvement 
in the social studies, even if we can find reasonably workable ways 
to deal with structure, content and method. Unless we pay much more 
attention to teacher training it will not matter much what we do to 
improve social studies in other fields. Not quite so pressing, but 
extraordinarily vexing, are the backward policies of the U. S. Office 
of Education. Although it has spent millions of dollars in the field 
of social studies, a sizeable fraction of this amount UMOt have been 
wasted by a difficult and obscure grant-making process that takes up 
far too much time of good men. But this is not all. An obscurely 
simple-minded policy about copyrights on work produced with grant 
funds, combined with a failure to enforce dissemination of results 
of grants, has resulted in both wasteful duplication of efforts, and 
in reluctance of good men to work in the field. 
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Of course, I do not think that the Conference can deal with 
all of these issues, but we should consider them as we think about 
what we are going to do next* 

John Stuart Hill defined an art as the best arrangement for 
putting the truths of science into practice. I think education is 
an art in this sense. The social studies are overwhelmed with 
truths from social science. We have got to devote ourselves to 
finding the best arrangement of the truths that Senesh, McNee, 
Fenton and others are giving us, in order to perfect the art of 
social studies education. 



Berlak: 



► 



The greatest need in a conference of this sort, and in our curricu- 
lum-making efforts in general, is for very clear statements of the 
rationale of the various curriculum positions. We need to know the 
assumptions, the philosophical underpinnings, the objectives, and 
the rationale of the plans for reaching these objectives, for each 
set of curriculum materials. 

There has been a reaction against listings of objectives and 
goals, just as there has been a reaction against preoccupation 
with process. This reaction has occurred because the statements 
of objectives have been stereotyped, and not accompanied by complete 
descriptions of the whole rationale of the curricula. The whole set 
of educational decisions related to constructing a curriculum and 
putting it into practice needs to be spelled out. 

There are three very good reasons why a clear statement of the 
total rationale of a curriculum is needed. The first is that 
clarity about coals is essential for the construction of good 
materials. second is that a clear rationale is a great help in 

making evaluation instruments. The third is that the adoption de- 
cisions of schools can be sound only if those who make the decisions 
have good knowledge about the rationale of the curriculum materials. 

V/e have had a long and fruitful history of discussion about the 
goals and priorities of education, going back at least to Plato. 

Plato had some clear ideas about the goals of education: the princi- 
pal goal was to prepare leaders to rule. He specified the relevant 
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content: for example, children were to learn about the gods at an 

early age. And he had some ideas about process: for example, 

children were not to use the method of inquiry when studying about 
the gods. 

In the social studies, in the twentieth century, my favorite 
statement of educational aims is that of Charles. Beard, in the 
1930* s. Beard established the essential priorities, with proper 
concern for the disciplines, the child, the learning process, and 
so on. He did not build a curriculum, which probably was not his 
intention, but he asked the right questions and laid a sound found- 
ation for curriculum work. * 

It is up to those of us who are developing curriculum materials 
to make very clear to potential users exactly what is in the curricu- 
lum packages we produce. If we do not do that, we put an impossible 
burden on the schools, requiring that they try to divine from cur 
materials alone all of the basic assumptions, educational theory 
and hoped-for objectives that we have built into them. For the 
most part, they will lack the resources to perform this detective 

work; and if they are able to do it, it is wasteful, duplicative 
effort. 

This is a plea for more abstract thought, more theoretical 
dialogue, about the basic assumptions, purposes and procedures of 
our curriculum efforts. What happens in the classroom is important, 
and the materials are important; but there is a danger of concen- 
trating too much on these end products of curriculum efforts, at 
the expense of sound rationales for the difficult processes that 

must precede the construction and classroom use of curriculum 
materials. 

In order to put the conference into a broader perspective, I want 
to look at the whole breadth of the educational enterprise. In 
making all the various kinds of educational decisions, big and small, 

there are six kinds of considerations that must be taken into account. 
These are: 

■1# Content, which is the subject of this conference. 
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2. Objectives, which include, in addition to knowledge, 
patterns of thinking, of values and feelings, and of 
skills; these, too, have structures, which have develop- 
mental sequences that must be followed. 

3. Learning processes, which also have developmental 
sequences thet must be recognized. 

U. Types of learners; high or low ability, rich or poor 

cultural opportunities, rural or urban backgrounds, 
and so forth. 

5. Teachers and their teaching strategies. Social science is 
particularly difficult for teachers to master and teach, 

because it is a federation of subjects rather than a 
single subject. 

6. The school as an institution, which presents both oppor- 
tunities and limitations that must be recognized in plan- 
ning implementation and dissemination. 

We should recognize the importance and complexity of all of these 

facets of the educational enterprise, before we put too much of our 

energy into developing any one of them, such as the structure of 
content. 

We have had a number of changes in educational emphasis in the 
past thirty years, in most cases going to extremes. The Eight-Year 
Study was a protest against stale methods of rote learning of sub- 
ject matter, and pointed the way to better methods of learning con- 
tent. Then t;,are were protests that too little consideration was 
being given to the child and the learning process; content was 
practically abandoned, in favor of an emphasis on process, which 
accomplished little because too little was known about learning 
theory. Since Sputnik, people interested in content have come into 
the field, and have ignored the learning process. 

There has been a curtain between the ‘'educationists" and the 
content people. The educators have worked on content, constantly 
rediscovering what the content people already know; and the content 
people have investigated learning processes, oblivious to many things 
the educators already know. The two groups have not only ignored 
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each other's knowledge; there has also been hostile criticism and 
rivalry. 

As federal support for curriculum development has grown in the 
past few years, I have hoped that the '‘process" people and the "con- 
tent" people would get together and strike a profitable and fruitful 
balance. If they do, I am sure that we can accomplish in eight years 
what is now done in twelve, without any pressure on the children. 

The Social Science Education Consortium looks like the best 
effort 1 have seen so far to bring the content and process people 
together. It is in a strategic position to accomplish a task that 
has not yet been achieved in American education, that of bringing 
a balance and an integration that has not yet existed between con- 
tent and process. In this Conference, most attention has gone to 
content. I would like to see other conferences which give the same 
close examination to the learning process, to the school as an in- 
stitution, and to each of the other facets of the educational enter- 
prise. 



Morris- 

sett: 



Professor Senn has raised several questions about criteria for 
making educational choices, and Professor Berlak has pointed to the 
need for clear statements of the rationales for various positions 
on curriculum reform. Professor Taba has discussed the need for 
closer relationships between the methods and concepts people, thus 
putting the Conference in a broader perspective. Are there addit- 
ional comments? 



Content and the Learner 

Saylor: I disagree with Professor Taba's analysis. I think that the primary 

emphasis today in the new curriculum projects is on the learner. 

We have not decreased the emphasis on the learner, we have just put 
more emphasis on the content. We are using better judgment about 
what kind of content we ought to have for the learners we have. I 
think that Senesh and !**enton, as well as Project English, and the 
PSSC Physics course are giving much more consideration to the learner 
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Fenton: 



Saylor: 

Payette: 



Saylor: 

McNee: 



than the old content ever did. 

I am afraid that I disagree. I have traveled around and talked with 
people in different projects. At the start, many of them think that 
they are producing materials for all students of all grade levels. 
They are not thinking about the different abilities of students, or 
the social class from which they come, or their predispositions for 
individual work, or of the sort of career the child is going to have. 
They are saying that these students ought to know something about 
whatever content the curriculum developers have brought with them 
from a formal university setting. I am sure that they are concerned 
with learners, but the amount of time that is spent worrying about 
the differences among learners in most of the projects seems to be 
quite small as compared to the quantity of time devoted to putting 
particular content into the material. 

My comment was a comparative one, I mean as compared to the 1930* s 
and the 1940* s. 

I heard a statement recently .that highlighted my reaction to the 
comment. Someone mentioned that we are not only interested in 
giving the students the right to think in the classroom, but also 
in giving them the right to feel. In my observations of where the 
new project materials are being used, I have not seen evidence of 
much concern about the nature of the interaction between teachers 
and students and among students themselves. The emphasis seems to 
be more on the learning of ideas. There is not much emphasis on 
the learner 1 s behavior, feelings, and values. 

How much was there in the old American History course? 

Some of the history of the High School Geography Project is relevant 
to this discussion. The first step in our project was to have a 
number of college people sit down and try to define what the import- 
ant ideas of geography are. We did not go immediately then to making 
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finished materials. The next step was an experimental one. We 
selected ten classroom teachers and ten college professors. Each 
professor was teamed wi th a teacher, and the teacher was encouraged 
to experiment with the ideas of geography. The participating schools 
were picked from a variety of situations w .n respect to income level, 
geographic location, and so forth. We accumulated a l*,rge file of 
experimental results that came directly from the classroom. This 
procedure was very enlightening and creative; it showed that there 
were many ideas that could be introduced with success in ths sixth 
grade, which most people had previously assumed could be dealt with 
only at the Ph.D. level. Success in introducing advanced concepts 
into the elementary grades depended on having very clear ideas about 
what they were, and on finding ways of making the concepts exciting 
to the students. 

From the start, our project has been very much concerned with 
what goes on in the classrooms, with working closely with teachers, 
and with the nature of the pupil. 

Rueff: | have worked very closely with Professor Senesh and his program for 

over two years. We have been very much aware of the different types 
of children we have in our schools, of the fact that we have slow 
learners, gifted, socially deprived, urban and rural children and 
so forth. The problems posed by such varying circumstances are met 
by providing a great variety of resources in the materials so that 
the teacher, who has to make the final decisions, has the materials 
available to meet a wide range of needs. 

Curriculum Projects and the Classroom Teacher 

Miller: We have talked about the problem of bringing "content" and "process" 

people together, and of integrating all of the facets of the edu- 
cational enterprise described by Professor Taba. In this discussion, 

I have had the feeling that the classroom teacher has been under- 
estimated, The final integration of all the thinking about subject 
matter and objectives and learning processes and so on must take 
place in the classroom. It sounds as though the psychologists and 
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social scientists and all the other experts here are goingsto get to- 
gether to prepare materials to be sent to the schools. Then the 
teacher goes to her mailbox, finds the materials, and is informed 
about what she is going to do this year. 

In our school system, we teachers are constantly involved in 
learning about learning processes, in looking at new curriculum 
developments, in assessing the needs of our own school, and in put- 
ting all these things together to improve the education of our 
children. I think more teachers should be involved in such processes. 
We should not have everybody throwing materials at us and saying, 

"This is what we have done for you; go teach it." 

Searle: Professor Berlak was talking about the difficulties of determining 

objectives and priorities for our educational system. Even if the 
experts can agree on these matters, they may be overlooking the very 
important fact that they are not the people who make the decisions. 
They don’t own the educational enterprise; they work for it. 

Berlak: That is exactly why 1 have made such a strong plea for curriculum 

developers to clarify their assumptions and values and objectives, 
their whole rationale — so that teachers and those who make the 
curriculum decisions will have a better basis upon which to make 
their decisions. 

Silverman: I have been thinking about the great benefits that many teachers 

* * 

would get from these discussions, and wondering how this kind of 
conference could be undertaken at the local level. I hope that in 
our count/ we can make some beginning on activities of th i ^ kind. 

I am sure we can use some guidelines from national projects, but 
we have to work out at the local level what we think our children 
ought to have. 

Lerner: ! see many kinds of school systems, and in most of them there are 

no opportunities to sit around and carry cn the kind of inquiry 
discussion aoout curriculum theory and developments that we are 
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having here. Many classroom teachers go home at 3 o l clock to their 
second job. Miss Miller and Miss Silverman are talking about 
school systems that want to work with and are able to work with, 
the ideas we are talking about here; but these are not typical 
school systems. What we need very much is a system in which bold 
and imaginative curriculum materials are produced by outstanding 
people and in which teachers are also involved in a dialogue about 
the methods and ideas of the materials. 1 know that it sounds like 
a contradict ;on in terms, to first prepare materials and then to 
somehow get teachers involved with them; but that is a problem that 
somehow must be solved. Some of the new materials do present chal- 
lenges and alternatives in which teachers can become involved, and 
the presentation of clear rationales for curriculum materials, for 
which Professor Berlak has been pleading, can help to get teachers 
intellectually stimulated, and involved in selecting and using 
materials in a creative and flexible way. 

Searle: | agree very much that it is important to get teachers involved in 

a stimulating intellectual process, if the new curriculum efforts 
are going to make creative changes. I think this is what Miss 
Miller and Miss Silverman meant when they said that somehow we 
have to find ways to give teachers the benefit of the great sums 
of money that have been spent on the new curriculum materials, while 
at the same time giving them the opportunity to make their own de- 
cisions and to meet the needs of their own classroom. 



Beard, C. A., The Natu re of the Social Sciences in Relation to Objectiv es 
of Instructio.i (New York: C. Scribners 1 Sons, 1932). 

) 

The Unique Function of Education in American Democracy (Washington, D.C.: 
National Education Association, Educational Policies Commission, 1937). 



CHAPTER 10 



ANTHROPOLOGY IN THE HIGH SCHOOLS: THE REPRESENTATION OF A DISCIPLINE 

Robert Hanvey 

Anthropology Curriculum Study Project 

Let me begin by admitting to a progressive inability to speak in very 
general terms about the process of designing curriculum materials. I am too 
close to the confusing details. A few years ago I would have been much more 
willing to make pronouncements, predictions and recommendations. Now, I think 
that the best service , can provide will be to give you a glimpse of the inside 
details of one project operation as it attempts to represent with integrity one 

social sciences. I can see only a few patterns in these details; per- 
haps you wi 1 1 see others. 

The process of representing, interpreting and translating a discipline 
is only partly an intellectual one. The intellectual component is intri- 
cately linked to other components-some political, some ecological, and some 
happenstance. Our project is probably an anomaly in this respect because I 
understand that some projects have elegantly comprehended the crucial ideas 
of a discipline and marched ahead with clear vision and sure foot to develop 
appropriate materials. While I admire and envy such people, at the same time 
I wonder if they can really be that fortunate. our case, we haven't marched 

ahead with a perfectly clear sense of direction, .ndeed, we have fallen flat 
on our faces a number of timesi 

For example, we developed a unit called "The Emergence of Civilization," 
or use in World History courses. The intent was to have the students do what 
archeologists have been trying to do: first, to compare six original instances 

r ,et,e ; tnmSited fr0m huntin9 and 9atheri "9 *> «*■" forms. second, to 
regularities in this process of culture change. The material didn't 

work. The data were not right; the schools didn't understand what we had in 
mind, and they became preoccupied with a lot of side issues. The teachers and 
students alike were enthusiastic about the unit, partly because it did repre- 
sent improvement. But when we asked them their view of its central purpose 
they just didn't know-from our point of view. So we revised that unit twice. 
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and we are revising it a third time, rather drastically. 

In this instance, we did not start with the selection of key concepts, or 
with a definite notion of the structure of the discipline. We started with 
opportunity; someone wanted to write materials on the topic. The schools were 
not demanding it, and it was not an imperative of the discipline. 

In the case of other materials and units, the interest of a prospective 
author has sometimes preceded, sometimes followed project decisions. Primarily, 
we look for topics (not concepts) that seem to have some legitimate place in 
history programs. There is a practical reason for this. The biology and math 
people can replace old courses with new, but anthropology is not taught in high 
schools. We decided that we must insinuate materials into history programs. 

Call it subversion, if you will: federally financed subversion! But we think 

the topics are legitimate and, more importantly, contribute some general under- 
standing of the functions and processes of culture. 

Culture as a Concept 

What about "culture" as a concept? It could be argued that this is, in 
fact, the structure of the discipline: 1) it is an idea that encourages the 

search for regularity, because it is concerned with a set of probabilities 
about human behavior; and 2) it is an all-embracing abstraction and thus encap- 
sulates the work made of the anthropologist, who tends to be concerned with the 
whole society. 

What did we do with this concept? First of all, we didn't do what the 
schools wanted. We developed a unit on human evolution, "An introduction to 
Human History." (In the second year, we got braver and called it, "The Study of 
Early Man.") 

We try to teach in this unit something about the function of culture. This 
is not really what the schools expect. They want ethnography, descriptions of 
primitive peoples. We Wanted to stress culture as the distinctively human form 
of adaptation, the crucial factor in human evolution. So this was one aspect 
of Oi r treatment of "culture." There are others. 

Area Studies 

We have three area studies, on Latin America, *he Middle East, and Africa, 



each representing a different consideration of culture. In Latin America, for 
example, we study Iberian culture transplanted into a new setting, noting, for 
example, the very pervasive, patron-client relationship in economics, religion, 
and political affairs. 

In the Middle East, we consider the idea of a mosiac of cultures, from 
tribal to national, and the problem of a traditional culture moving toward 
modernization. 

In the African material, the emphasis is on the organization of a tribal 
society and on the impact of nationhood on such a culture. Here we use the 
case history of one group-- the Nupe of Nigeria. 

Problems in Defining and Teaching Culture Concepts 

What are the results of such indirect approaches to the culture concept? 
What do students learn? First of all, they do not learn neat definitions. 

None of these materials contains an exact definition of culture. What the 
students seem to acquire is the ability to make operational definitions. But 
I must admit that they are extraordinarily awkward definitions. We don 1 1 yet 
know how properly to evaluate this--whether it is useful to achieve awkward 
but operational rather than clear but rote definitions. 

•v,,. 

One of our units does explicitly attempt to, {each two key ideas, which are 
concepts that serve as tools. One is that of patte rn and the other is that of 
function . Students consider a particular primitive group, the Kwakiutl, learn- 
ing how pattern and function are applied to the analysis of this society. 
Residence, soc'al stratification and values are studied in the light of the 
concepts of pattern and function. Then, the same ideas are applied to an 
historical society, classical Greece We hope that the students, having learned 
to use these concepts in the analysis of a primitive group and a classical soci- 
ety, can then make meaningful applications to any society. 

One of our problems is there are three different views of what anthro- 
pology is about: the views of the teachers, the views of professional anthro- 

pologists, and the views of the curriculum projects. Our large volume of 
correspondence indicates that almost all teachers are looking for something 
rather idealistic. They hope that anthropology will help students to U under- 
stand ' and "accept" other cultures. When we talk to anthropologists about this 



major interest of teachers, they are not much interested. Understanding and 
accepting in the sense of respecting other cultures is so built-in that they 
cannot imagine wasting time talking about it. They want to understand culture 
in theoretical terms, and that is quite a different thing from what the teachers 
want. 

In the project, we have not accepted the teachers 1 objective as our main 
task, but we have not always accepted the scholars 1 outlook either. We have, 
for example, been taken to task by some anthropologists who say we have not 
properly demonstrated that anthropology is a generalizing science; but when we 
ask them to suggest some generalizations, little is offered that is useful. 
Nevertheless, we are making a little progress in finding generalizations that 
we think are useful in the curriculum. 

The Anthropology Profession and the Schools 

In many respects, we have to adjust to the ecology of the profession. 

We have to adjust to the ideas and resources that are available, and we can 
ourselves have only a limited impact on them. As far as possible, we have 
thoroughly exploited the resources of the profession. V/e have used the tools 
that are available, and the scholars that are available. It is difficult, 
however, to find enough top-notch scholars to work with us. There are only 
about one thousand American anthropologists; many of them are not available; 
they are busy, or out of the country, or not particularly interested in cur- 
riculum work. 

Our project must face in two directions. It must try to represent the 
discipline of anthropology with integrity; it must also try to represent, in 
a very different sense, the schools. It must be sensitive to what the schools 
require and to what kinds of materials they can use. 

In our position between the schools and the professional anthropologists, 
we can sometimes play a useful intermediary role, meeting the needs of schools 
on a selective basis. In one instance, we responded to the request of teachers 
that we try to make anthropology more directly relevant to current issues. 

We were in touch with two anthropologists who are particularly interested in 
peasant societies. We found their work could be applied to the problems of 
today 1 s developing nations and we are working to introduce certain of their 
ideas into our unit, “The Great Transformation , 11 and into the three area 
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studies. 

Summary 

We have learned much from our experience. We have learned that, between 
purely random behavior and thoroughly planned and controlled behavior, there 
are levels where vague notions, hunches, “ecology 11 and accidents guide one*s 
behavior. The products of early experience are most humble, and often erron- 
eous and expensive. But the mistakes are a part of the “discovery process 11 
for project people. Naivete is gradually replaced by some measure of sophis- 
tication. Slowly a clear sense of direction, purposes, and the capacity to 
achieve them, emerge. 



CHAPTER 11 



POLITICAL SCIENCE AS A STRUCTURE FOR A SOCIAL SCIENCE CURRICULUM 

Nona Plessner and Joseph Feathers tone 
Educational Services Incorporated 

Aims of the Curriculum 

We want to show you part of the social studies curriculum E.S.l. is pre- 
paring for junior high school* Although we plan three courses, roughly ap- 
proximating 7th, 8th and 9th grades, today we only want to talk about portions 
of an 8th grade course. The purpose of today 1 s presentation is quite narrow 
and specific: we want to give you as concrete an idea as possible of how 

this material works in classrooms. We feel that rationalizations and con- 
cepts are important, but we also feel that any discussion of them should not 
be divorced from actual classroom material. We hope that this demonstration 
will push this conference towards considering all curriculum ideas in their 

classroom context: as scenarios for enactments between the child and the 

material. 

The aim of our junior high school course is to understand the develop- 
ment in America of a distinctive political culture. When we say political 
culture we mean politics in the broadest possible sense, a seamless web which 
includes religion, economics, and social and intellectual change, and which 
must be studied through a wide variety of disciplines. 

The units of the course are thematic, and each is a variation of the 
theme of the emerging political culture. While the themes are determined, 
the child's general interpretations of their meanings are not. It is im- 
portant to stress that, beyond a point of factual and thematic comprehension, 
this material is open-ended. In a sense, the evolution of a political culture 
is the evolution of a national character. Each child, as he elicits history 
from the materials of this course, will have to develop his own assessment 
of the American character. He will have to do this. in a disciplined way: 
he will have to square his interpretation with the rules of induction, logic, 
historical evidence, and common sense. Fortunately, it is quite impossible 
to separate the child's concern with the political culture of this course 
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from his own concerns as an American today. 

The curriculum materials and exercises are selected with the purpose of 
getting the children involved in, and excited about, the process of making 
generalizations from the interesting data of political history. The emphasis 
is more on developing the students' intellectual abilities than on retention 
and recall. The materic s are presented in ways which give children opport- 
unities to discover regularities and uniformities in the social world around 
them, and to recognize causality. The development of these skills should en- 
able them to categorize other social phenomena, in other places, at other 
times. 

So far the E.S.i. curriculum is a "roughly coherent but highly flexible 
framework within which we can construct model materials." 1 The use of the 
two major concepts, power and political culture, has been defended on the 
ground that adolescence is a critical period in the stabilization of an 
American child's political development. Evidence also suggests that school 
is the most important formal agency of political socialization. 2 

A Clearer Look at Course Two— From Subject to Citizen 

The pivotal course in the three year sequence has as its theme, From 
Subject to Citizen, and is intended for use in the eighth grade or there- 
abouts. The course draws its material from seventeenth and eighteenth 
century British and American experience. Its limits in historical time are 
the reign of Elizabeth I on one hand and the accession of Jefferson to the 
American presidency on the other— roughly from 1588 to 1801. It is not a 
narrative account of what happened; rather, it is a series of six studies in 
depth, or units, dealing with major developments and critical episodes in the 
emergence of a changed political culture in the two centuries. 

The organization of units in From Subject to Citizen is reflected in the 

following diagram. Units, if- taught in full, may vary from six to eight weeks 
in length. 

We eschew the fetish of coverage and the obsession with humbles of iso- 
lated facts. Our units present studies in depth. The material is as authent- 
ic as possible and is presented in a thematic way, to provide room for "guided 
discovery." The course is focused on people; we feel that this is probably a 
much better way of learning citizenship than learning generalizations by rote 
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UNIT SEQUENCE IN FROM SUBJECT TO CITIZEN 
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from a teacher. Generalizations and the ability to generalize figure import- 
antly in this course, but they are not an end in themselves. The actual 
generalizations are not as important to us as the process of generalizing the 
child learns to apfi>ly within the framework of our themes. In this sense, the 
goals of this course might be stated behavioral ly. That we have not done so 
is in part because we are reluctant to separate goals from the actual class- 
room curriculum material; and because we feel our themes are, on their own 
merits, vital for American children today. 

The Colonial Unit— "The Emergence of the American ” 

We have chosen to work from Unit IV, the Colonial Unit or "The Emergence 
of the American," which is the most advanced in preparation and testing. A 
provisional version of this unit, probably best used in the 8£h grade, has 
been published, and we both have had experience in teaching it. During the 
summer of 1965* we trained teachers to use the course, and it is now being 
tried in selected states. 

One word about the materials of this unit. They are printed in pamphlets, 
to give the teacher more flexibility in presenting them. Each pamphlet con- 
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tains copies of maps, documents, charts and photographs, together with out- 
lines of discussions and student guides, it is intended that they be dis- 
pensable student-owned materials. 

The Colonial Unit takes its theme from a question asked by a French ob- 
server of the colonial American scene. Hector St. John de Crevecoeur. He 
asked, "What, then, is the American, this new man?", and suggested how he 
thought the American differed from his European counterpart. His question 
provides the thematic structure of the Colonial Unit. It is not raised im- 
mediately with the children who study this material. Rather it is used as a 
way to organize some notions of the American national character after students 

have encountered evidence of how Europeans might be changed by their contact 
with the New World. 

Geography and the American 

In the Colonial Unit, the first piece of evidence the child is given is 
a 1719 map with parts of the world incomplete. The mapmaker indicates that 
the continent we now know as America might be the ancient island of Atlantis. 
To some Englishmen, this might have spelled Utopia. An English playwrite 
contrasted England and America thus: "I can tell thee for as much red copper 

and I can bring up, I have thrice the weight in gold. . . All the chains 
with which they chain up their streets are massy gold and all the prisoners 
they take are fettered in gold, and for rubies and diamonds, they go forth 
on holidays to gether them by the seashore to hang on their childrens coats 
and stick in their caps." To balance this view, the children have materials 
from Richard Hakluyt, John White and the Virginia company. Hakluyt, for 
instance, wanted Queen Elizabeth to establish American colonies to open a new 
woolen market. John White, with his Planters Plea , persuaded thousands to 
emigrate, for the enlargement of Christ's kingdom, while the Virginia Company 
called for blacksmiths, carpenters and practical people who could really make 
the enterprise work. The children sift these materials to find their own 
answers to questions such as "Why did people come to the new world?" "Why 

might people have wanted to leave England?" "What motivated Englishmen to 
establish colonies here?" 

We then ask the question, "If you were going to establish a colony in 
America, what other information wpuld you like to have?" The general response 
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to this is, "information from someone who has been there." To supply this 
requirement, there are copies of John Smiths description of Virginia from 
his History of the World and his description (with Fraces Higginson) of New 
England. This is where geography comes into its own, for these descriptions 
show vividly the interest and usefulness of geography. The children must 
identify the pictures and decide which is of Virginia and which of New 
England. They also draw a map of Virginia based on John Smiths description. 

Next, they are asked to consider, "Where would be the best place on the 
Atlantic seaboard to place a colony?" "How will Englishmen respond to the 
climate?" "What use will they make of resources?" "How can a colony be 
organized?" "How will the land be divided?" Finally, they use the material 
they have been evaluating to plan their own colony, showing how the land is 
going to be used and indicating lines of communication. 

Community Studies and American Character 

Part II of the Colonial Unit is a case study of the settlement of a 
New England town, Sudbury. It suggests a definition of the American character, 
by contrast with the ways of the Old World. It fits into the theme of "From 
Subject to Citizen" in a specific way because the settlers of the town tried 
to reproduce an English Medieval village, and their failure suggests the out" 
lines of the emerging American character. Discovering why the attempt was 
unsuccessful also gives the children more insight into problems of social 
class, class conflict and cultural change. 

First, it is necessary to show the main features of the Medieval economy, 
and its related social structure. This is done with maps, charts, documents, 
and occasionally some natration. Then, the Sudbury story continues by trac" 
ing in detail the life of Peter Noyes. Records of the time are used to fol- 
low his journey from Wayhill in England to Watertown, Massachusetts, until 
he finally settled in Sudbury. Noyes was one of the petitioners entrusted 
by the Massachusetts General Court to distribute the land grant to Sudbury. 

This was attempted on the open field system and an interesting ranking of 
the settlers occurred. The children discuss the basis of the ranking and 
try to find reasons why, for instance, the miller should rank third when the 
land was shared, and the minister first. 

An interesting anecdote provided the basis for further sociological dis- 




cussion. It tells how a master who had been forced to sell his cattle to pay 
his servant considers dismissing him. The servant is impertinent enough to 
suggest that he give him his cattle in payment. The master then poses the 
question of what will happen when all the cattle are gone, to which the 

servant swiftly replies, “You then shall serve me, so that you can have your 
cattle back again. 11 •■**•*•. 

Similar problems surround a discussion oi George Washington. An attempt 
is made to break down the myths that surround him, first by viewing Washing- 
ton as a planter in the South. His problems as a planter, and many of the 
cultural differences of the South, are brought out. The children are pre- 
sented with the anomaly of his attitude toward slavery. He wanted his own 
slaves to be treated well, and yet wrote to friends in Philadelphia saying 
he didn f t think runaway slaves should be able to find sanctuary with the 
Quakers. The children learn that Washington planned to free his slaves at 
his death, and someone is certain to raise the question, M Why not before? 11 

A similar complexity in social organization is illustrated by the auto- 
biography of Gustavus Vassa, a Negro whose life began in a slave-owning 
family in Africa. After being brought to America as a slave, he managed to 
escape to England, and wrote on the abolition of slavery, all the while 
accepting complacently that his father owned slaves in Africa. Here are 
some real enigmas for the children to fathom. 

Economics and the New Mar. 

As another example of how the E.S.I. curriculum ties in with other 
social science disciplines, we will take a brief look at the game ‘‘Empire. 11 
The game is set in the late 1730‘s. The school class is divided into six 
different teams— the New England merchants, the Colonial farmers, the South- 
ern Planters, the Virginia Planters, the London Merchants and the European 
Merchants. A large map is the gameboard and each team has ships and boxes of 
cargo representative of its geographical area. The goal of the game is to 
increase wealth while keeping within the trading rules of the Empire. The 
economic problems involved are many, for no manufactured goods can come from 
European merchants and the colonies cannot sell to Europe except through 
London. There are other contingencies, too, such as interference by customs 
officials, pirates, and storms at sea, to further complicate the trading. But 
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there may also be good sailing. The purpose of the game is to help the child- 
ren learn about the mercantilist theory followed by the English at this time, 
and understand what it meant to American colonists. 

tv 

Politics and the New Han ^ 

The concluding piece of this unit, "Why did the Colonial Assemblies come 
to clash with Royal Governors?" focuses on how the American is emerging as a 
political animal different from his English forebears. When students see the 
attitude which Americans fake toward Royal governors they must try to square 
these actions with "Why?" What gives the American such strong feelings that 
government should be used for his and by him? Here students can go back to 
the pattern seen in Sudbury and in the Virginia settlements— the pattern of 
Americans setting up towns, deciding how land was to be used, and how much 
each settler was to receive— and consider whether it was contempt for govern- 
mental authority or familiarity bred by long participation in their own 
affairs that led Americans to clash with royal authority. 

Conclusion 

As yet, the full E.S.I. curriculum for social studies has hardly passed 
the embryo stage, though many units are nearing completion. Experiments are 
being tried to find materials and methods which best suit our purposes. V/e 
hope that education will be encouraged by this attempt to raise the level of 
political socialization in America, while improving the standard of history 
teaching in the schools. 



Franklin K. Patterson, Han and Politics . Occasional Paper No. 4 in The 
Social Studies Curriculum Program (Cambridge, Mass.: Educational 
Services Incorporated; 1965), p. 58. This booklet gives the background, 
rationale and description of the program on which Hiss Plessner and 
Mr. Featherstone based their presentation at the conference. 

^Ibid . , pp. 16-17. 
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| CHAPTER 12 

ROUND TABLE: INQUIRY AND EVALUATION 

Senesh: I think the E^S.I. Project is truly very exciting, for two reasons. 

First, ! find an answer to a very important problem history teachers 
are facing in the elementary and secondary schools, and even in 
college. This, is, how do you develop a certain historical sense? 
i **ow you get a three-dimensional picture of a period? At present, 

children learn historical data for a test and then forget it. Hist- 
i orical dimensions just don't exist, not only in the elementary 

schools, but in the colleges; except, occasionally, through histori- 
cal novels. 1 think the rationale, wanting to make the child 
experience the way a historian works, is not important. What is 
important and exciting is that the period studied suddenly becomes 
« more dry data and events. I wish we could have testing and 

evaluation methods that would measure occurrences like that. 

Second, it is one of the finest examples I have seen in whidh 
history is used as a container for the other social science disci- 
' Plmes. The curriculum gives a very good place to economics and 

political science and sociology; those disciplines add much to the 
historical presentation. (I do not want to make the historians mad 
by suggesting that history is nothing but a summation of the indi- 
vidual social sciences.. There is more to history than that, I am 
convinced, though ! don't know what that something more is.) 



Inquiry 





Marker: | got the impression that you people at E.S.I. have in mind clear 

answers to many questions that students ask, such as, “Why was the 
minister in Sudbury ranked first?" I have just visited the Anthro- 
pology Curriculum Study Project, where 1 have been impressed by the 
fact that they don't have any answers at all. The professionals are 
not even sure what the ancient stone tools were used for. I get the 
impression that you might be fishing for answers— preconceived 
answers— with some of these materials,, and in that sense, your cur- 
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rcculum is very closed rather than open. 

Feather- j think not. In some specific matters, such as. Who ranked first? 
stone: 

We certainly* do know the answers; there is only one answer. But 
the significance of why this ranking system was established is some- 
thing that I think children can answer in many different ways. To 
give you an example, the whole Sudbury story could be viewed, and 
some children have viewed it, as a triumph of individuals over a 
kind of medieval, corporate way of life* Individuals broke forth to 
own their own land, and to defy their '‘betters" for the first time. 
Other children have pointed out— another valid interpretation of 
the same facts— that it is in a way very sad, because the individual* 
istic order that emerges doesn't have the same community feeling; it 
doesn't have the same respect for religion; it doesn't have a lot 
of other things. The children's interpretations of the emerging 
American character, which is what this unit is about, can be exceed- 
ingly different. The question of which of these character sketches 
really strikes you as being most American is the kind of thing we 
ask them to answer. This is, to say the least, subject to inter- 
pretation. 

Lerner: I am concerned with the nature and the rationale of building inquiry 

processes. The idea of process is presented as being vital to the 
teaching of history; for example, getting the children to act like 
h'storians. ! am not sure., now that the rationale has been spelled 
out, to what extent that is a good way of teaching history, or 
whether it is more desirable than knowing the history. The extent 
to which children are really supposed to make their own discoveries 
is often neglected in the discussion of rationale. 

Now the E.S.I. data are screened in advance; all the diaries 
are relevant; all the documents are pertinent. At last year's 
sociology convention, it was seriously debated: Should we give 

children a lot of data and let them figure out which are relevant 
or should we pre-sort relevant data, and let them do what they can 
with what is pertinent? This is the kind of argument I would like 
to see more of, to get to the basic rationale. What is it you want 



the children to do and why? 



Plessner: I feel, and this is a personal opinion, that anytime you give a 

child anything you have pre-screened it. "You have certain reasons- 
for using this textbook or that piece of material. I think if it 
is the process that you are after, then you can prestructure 
material, make a judgment about it and say it is worthwhile for the 
/children to look at it this way. V/e don*t know the answer to all 
these questions. 1 don't know whether it is better to give other 
data or to give it in a different way. All I am saying is that any 
time you give a child anything, you have prejudged it. 



testing 

Senn: What difference in test results have you got between this present- 

at ion and the conventional type? * 

Plessner: That is another one of our unanswered questions. We are. trying 
to develop tests to determine just exactly what happens in the 
childrens minds. We have gone to E.T.S. (Educational Testing 
Service) for their advice, and worked with them to develop testing 
instruments. V/e feel a little bit unhappy, and I think E.T.S. does 
too, with the kind of test that they have evolved. At the same 
time, we are talking to other people devising different measuring 
instruments based on classroom observations. It is certainly in- 
cumbent upon us to develop measurements. 



Feather- 

stone: 



One of the things we are doing illustrates how we think previous 
and present testing is inadequate. V/e are thinking of doing a test 
unit which lasts a week. It. would be a study of immigrants, say 
19th and 20th century immigrants to this country, and would consist 
of variations on themes developed in the course. That is, the 
children would have to transfer to the 19th and 20th centuries 
their theories about the differences between Europeans and Americans 
in the 18th century. We could do this in a community study, lasting 
a week. The test itself would be a way of educating as well as 



evaluating. 
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S I gel : | don't understand E.T.S. and I don't understand those here who say 

that they don't know how to evaluate their curricula. Vie teach the 
children processes of induction, hypothesis testing and theorizing, 
and somehow we expect them to do what we ourselves are unable to do 
with what we give them. Since we are, by our own admission, so in- 
ept at evaluating, and since we are teaching children how to assess 
evidence, establish methodologies, and so forth, 1 propose that we 

hire these children who have been through our courses as evaluators 
for the courses. 



Rationale 



Fenton: 1 am curious about your rationale. It begins with a statement that 

American history courses found in the eighth grade are poor. I 
certainly agree with you, and we want to teach better ones. You pro- 
pose to do this by using the idea of "Subject to Citizen'* to bring 
about better political soci 1 ization. But the well-known studies 
of Hess and Easton argue that political socialization of the child 
is well on its way to being finished by the eighth grade, so that 
if you do want to get at political socialization, you'd better do 
it pretty early in the elementary school. You also made the assumpt- 
ion that if you want to work with political socialization trie best 
way to do it is by studying content in the 1 7th and 18th centuries. 

I don 1 t know what evidence anyone could give that this is the best 
way. The evidence I have run across seems to indicate that it is 
quite a poor way, and I feel E.S.I. is left with a rationale that 
just-doesn* t hold together. Finally, you propose to test political 
socialization by a week's project on immigrants in the 19th century. 

It seems to me that EcS.I. simply must sit down and develop a clear 
and concise rationale for what it is doing. I hasten to add that 
Carnegie Tech had better do this too. 




Taba: 



I want to comment on the methodology of getting at curriculum inno 
vation. Yesterday, we had methodologies that started with schemes 
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of concepts and generalizations, worked out with packages of mater- 
ials rather than pieces of materials. Today we have had two pre- 
sentations that are a kind of English method: mess it through and 

look again, and mess it through and look again. Both have merits. 

I suggest that at future meetings, we raise the question of what is 
the proper place of the inductive approach as compared with a 
structured approach. Where can the two eventually meet? I am not 
assuming any of us has an ideal scheme. We ought to examine thorough 
ly both approaches, and users of both approaches ought to figure out 
very carefully an appropriate way of evaluating their particular 
methods. 



1 



Robert Hess and David Easton, "Role of the Elementary School in Political 
Socialization," School Review. Autumn. 1962, pp; 257-265. 
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3* ' CHAPTER 13 

VALUES AND THE SOCIAL STUDIES 

James Shaver 
Utah State University 

I am convinced that much of our difficulty in discussions about the 
social studies curriculum is attributable to ambiguities in cur use* of 
language. Apparent disagreement seems real, and we fail to come to grips 
with the issues because we have different referents for the same words or use 
different words to refer to the same thing. 

Social Science and Social Studies 

I would like to define social studies , distinguishing the social studies 
from the social sciences ; it is an important distinction. The social sciences 
are the scholarly areas concerned with the study of man in his social environ- 
ment. Social studies is that aspect of the curriculum which is ordinarily 
based on the social sciences and history as a source of content, and intended 
as general education . 

Social science teaching means the communication of the findings of the 
scholarly study, and of its philosophy and methods of investigation. For 
social studies teaching, there is an intervening phase of determining a 
rationale for general education, an intervening phase which social science 
instruction does not face. Note that you might teach social science or social 
studies in secondary or elementary school. The social science course (l in- 
clude history here, in agreement with Professor Feigl*s definition) is taught, 
or should be taught, with regard for the structures of the discipline; social 
studies courses should be taught with regard for the demands of general edu- 
cation. Frequently, general education in social studies has been taken to 

mean citizenship educatio n., Ln-tef^s- of"the practical results of selecting 

content and teaching procedures, we may come up with similar results, whether 
our concern is social science or social studies instruction. But I want to 
make clear that my concern here is with values in the social studies curricu- 
lum. 



Evaluations and Value .Judgments 

I also want to make a distinction between making evaluations or eval uati nq 
and making value jud gments . ' Evaluating, or making evaluations, means deter- 
mining whether certain criteria are met. It is basically an empirical process. 
It includes, for example, the scientists comparison of data against the stand" 
ards of investigation; or, at a higher conceptual level, deciding whether a 
hypothesis is to be accepted or rejected at a given level of probability. The 
second, that is, making value judgments, is a matter of deciding what the cri- 
teria should be; that is, of deciding what is right, or what is important. 

Some people, for example those in the pragmatic school of thought, act 
as if all value questions were of the first sort, that is, of the evaluating 
type, involving only testing against criteria. To these people, the value 
problem is one of testing the consequences of an act or policy to decide 
whether it is right or not. There remains, however, the problem of deciding 
what criteria the act or policy will be tested against. I maintain, as Pro- 
fessor i igel also pointed out, that there is no empirical procedure for such 
decisions unless a value or values are assumed. 

The Harvard Curriculum Project 

Much of what I am going to talk about has arisen out of my association 
with Donald W. Oliver at Harvard. ^ In the Harvard Curriculum work, we have 
viewed the critical task of general education in the social studies as citizen- 
ship education. And, relying upon assumptions and notions about democracy— 
whether in the "pure" form of the town meeting government that was so frust- 
rating to me when I lived in New England, or in the form of a republic— we have 
been concerned that the general education curriculum prepare the student to 
make reflective, rational, ''critical’ 1 decisions about public issues. 

What is involved in making reflective, rational decisions about public 
issues? We identified, in an arbitrary division of reality, three basic types 
of problems to be faced in a discussion in which a decision about a public 
issue is to be made. Each calls, we think, for a somewhat different intel- 
lectual strategy, although all are interrelated. 

One of the problems is clarifying communication . In the past, propa- 
ganda analysis has been one aspect of this, but the approach has been much 
too limited. Teaching students to clarify communication should involve not 
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only alerting them to recognize breakdowns in communication, but also use of 
the findings of semantics and 1 inguistics— for example, on the way that symbols 
shape our thoughts, on symbol -referent relationships, on changes in symbol 
meanings that take place over time as well as from one place to another in 
space, and on the va?ue loadings of language and their effects on behavior. 

The most appropriate strategy for handling the communication problem when 
it involves disagreement over the meaning of a word is simply to find some way 
of agreeing how the word is being or shouid be used. Too often in public 
schools we have taught or implied that the solution to this particular problem 
is to find out what the real meaning of the word is* Of course, there is no 
real meaning to a word. The basis of language is consensus as to how a symbol 
relates to a concept about reality. We can call an object a table or we could 
refer to it just as well as a chair. 

A second type of problem, which involves a different kind of strategy for 
solution, is determining matters of fact . Making evaluations fal Is in this 
category. In eJucation, the emphasis in teaching students to handle factual 
as well as other types of problems has been on Dewey's five steps of "scien* 
tific“ problem analysis. Certainly scientific methods are relevant for solv- 
ing factual problems. It is interesting, however, that even with stated com- 
mitments to teaching thought processes, most of the social science projects 
have tended to focus on substantive concepts. Despite its absence from the 
usual history course, historiography is especially applicable to citizenship 
education because, in making decisions involving public issues, we usually 
have to deal with reports, very rarely having an opportunity to be a first- 
hand observer. For instance, we contemplate the Viet Nam situation using 
information that filters through to us from the government via the news media. 

I include avoiding logical - errors as a subcategory of the factual problem. 
Logic in dealing with public issues usually has to do with the way in which 
we construe factual realities, that is, what we think is out there around us. 
Here the methods of the historian and the scientist, especially as formalized 
by phi losophersj are particularly relevant. 

The third general type of problem, and the one of central importance to 
our discussions, is making value judgments . Gunnar Myrda! , the Swedish econo- 
r.jst and sociologist, noted how important this problem-type is in our society, 
as evidenced by the title of his classic work on the position of the Negro irt 
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the American community, An American Dilemma . 

A main point of Myrdal's was that our general values tend to conflict 
with our specific values. For example, a man may be committed to the idea of 
the dignity of man, but in a specific situation act to deny this general com- 
mitment by not allowing Negroes to eat with whites. A person might believe 
that all men have an equal right to earn a living, but deny Negroes or Jews 
or non-Mormons or members of some other group the opportunity to work in his 
business. 

As well as conflict between general and specific values, there is also 
conflict between and among our general values, and this is the more important 
kind in the political-ethical discourse of citizenship education. A classic 
conflict that is probably overworked is that between freedom and security. 

You expand people's freedom and the security of some is threatened; you expand 
on security and you restrict freedom. Other examples of conflict between 
general values come readily from the current civil rights dispute. You could 
defend recent civil rights legislation in terms of equal opportunity for Negroes. 
On the other hand, and I think we have failed to appreciate this, Southerners 
and others opposed to the legislation have not used Fascist values to support 
their position; they use values generally accepted in our society, such as 
property rights, the right to local control, and freedom of association. 

These are good American values! And there is real disagreement over which 
should prevail in specific situations. 

In many instances, then, we cannot agree upon the value to be used as the 
criterion for judging a policy. This is true if both sides claim that theirs 
is a final value and there is not agreement on a third, higher value, or if 
each disputant claims that his value is an essential ingredient of human dig- 
nity— which many people agree is the highest value of all in our society — 
and you cannot deny his value without denying human dignity. 

Values, Empiricism, and the Social Sciences 

What is the role of social science in these value disputes? If you are 
willing to accept my position that value conflict is a legitimate and import- 
ant problem area in making decisions about public issues, and that teaching 
students to deal with value conflicts should be an important aspect of the 
general education program, then it is necessary to ask whether a curriculum 
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based on the social sciences can be sufficient for general education* 

Certainly the social sciences can identify the values held by the society 
or by subgroups in the society* They may even help to explain why we hold our 
values* But what role can the social sciences play in resolving confrontations 
between values? Charles Beard, writing in response to this question, made a 
classic statement in his book, The Nature of the Social Sciences : 

Now we come to the second question raised by tensions and 
changes in society: What choices should be made in con- 

tingencies? Here the social sciences, working as descrip- 
tive sciences with existing and becoming reality, face, 
unequivocally, ideas of value and choice — argumentative 
systems of social philosophy based upon conceptions of 
desirable changes in the social order* At this occurrence 
empiricism breaks down absolutely* It is impossible to 
discover by the fact-finding operation whether this or that 
change is desirable* Empiricism may disclose within limits, 
whether a proposed change is possible, or to what extent it 
is possible, and the realities that condition its eventua- 
tion, but, given the possibility or a degree of possibility, 
empiricism has no way of evaluating a value without posit- 
ing value or setting up a frame of value* * 

In other words, ultimately, you must have a criterion by which to judge policy, 
and there is no way empirically to establish this* 

Professor Feigl, if I interpreted him correctly, is in agreement with 

L 

Beard* Charles Stevens, John Hospers, E. C. Ewing, Bertrand Russell are 
others who have agreed with this basic conception of the limited role of 
science in the ethical decision-making process, even though they do not neces- 
sarily agree on the best way to make ethical judgments* 

To reiterate, social science can contribute to the clarification of value 
conflicts by describing what the society's values are. Scientific method also 
is helpful in resolving value disagreements that rest on factual assumptions* 
For example, proving that his assumptions are false may lead a person to modi- 
fy or abandon a value position. A person may also abandon a value, that is, 
make a different value judgment, if it can be proved that a policy based on 
that value will lead to consequences that are objectionable in terms of a 
second value* Also, when a third higher value is agreed upon by the protago- 
nists, then the methods of the scientist (which can not posit the third value) 
can be used to predict whether a policy decision based on one value or the 
other will better enhance this superordinate value* But if there is a funda- 
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mental political-ethical conflict, that is if the disputants cannot agree on 

which is the most important value, scientific method cannot resolve the dis- 
agreement. 

The student should be helped to clarify his values, to be sure that he 
understands what his values are and how they are relevant to public policies, 
and to develop some strategies for weighing those values in making decisions 
about which public policy he would like to pursue o' have the government pur- 
sue. If there is any one area in curriculum where creative work is needed, 
this is it. There are people working on ethical analysis, but very little of 
their effort has actually been applied to what we might call political-ethical 
analysis, the ethical analysis involved in broad public issues. 

Teaching Strategies for Values 

Imaginative strategies that go beyond the empirical methods of science 
are needed. In the Harvard Project, we used hypothetical cases, and tried to 
train students to use them, to clarify value positions. For instance, the 
teacher might describe a freedom of speech case to his students: 

A man is up on a soap box giving a fiery harangue. A crowd 
begins to gather, and the police who are present are faced 
with a decision. It looks like there may be violence; what 
should they do? Should they disband the crowd or try to 
hold them back, or should they pull the fellow down from 
the soap box and haul him to jail? 

This is a familiar American dilemma, and students come up with different so- 
lutions based on differing, and usually unexamined, commitments. Hypotheti- 
cal cases can be used to clarify these positions. Similar situations can be 
constructed along a contiuum, at one end of which freedom of speech seems to 
be extremely important relative to property damage, and at the other end of 
which property rights are dominant. Considering such a spectrum of hypo- 
thetical cases, the range of analogies and the differing decisions that might 
be made, can help a student determine what decision he wants to support in a 
specific situation. 

In our teaching, we often presented cases from points along the continuum, 
as counter-cases to the student 1 s position. Hypothetical cases afford a way 
of getting students to see that the values do conflict, and how they conflict. 
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and of helping them determine at which point the nature of the situation has 
changed sufficiently so that they are willing to shift from supporting one 
value to supporting one or more others being violated. This emphasis upon 
important conflicting values sometimes caused students to shift positions. 

Note that this is a personal decision. The teacher obviously cannot tell the 
student where he should shift. To the teacher, freedom of speech may be the 
most important thing in the world, and he wodld rather have people killed than 
have it taken away.. To the student, human life may be much more important, 
so that he would give away freedom of speech to insure that human life was 
not taken. 

Our usp pf cases has been based to some extent on what is known about 
what people do when they become aware of inconsistencies. Myrdal points out 
In the Appendix to An American Dilemma , and Festinger*s theory of cognitive 
dissonance Is based on* opr tendency to forget, to repress, to push out of 

opr conf cipusness opr Inconsistencies. Cases and counter-cases help to force 

* * 

the student to deal with the full array of values and the conflicts among them. 
But that is enough t’me j^jy^eaching strategy, as that is not the purpose of 
this conference. 
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Using the Structure of Disciplines 

What I have said to this point should provide some thoughts about the 
place of values in the social studies curriculum and the resultant role of 
social science concepts in that curriculum. To recapitulate, 1 have tried 
to deal with the topic by looking at the social studies as general education 
and, specifically, at the citizenship function of general education. Obvious- 
ly, there are other possible functions of citizenship education and 1 am not 
suggesting this as the only one. But in making decisions about public issues 
we get involved both in evaluating— that is, matching things up against 
criteria— and in making value judgments, t;hat is, deciding what the criteria 
should be. The latter choices are central to public controversy, and to 
helping students develop reflective strategies for making political-ethical 
decisions. Given this central position of va y ,ue judgments, empiricism^ lack 
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social studies curriculum. 

Courses in the social sciences based on an analysis of structure in the 
various fields of study which we call disciplines may well be an appropriate 
part of the social studies curriculum, of course. The social sciences do have 
much to contribute in terms of the intellectual methods and the data for de- 
scribing public issues and the context within which decisions about them must 
be made. Formally, logically, the idea of presenting concepts in the context 
of the structure of a discipline is powerful, especially to social scientists 
who have commitments to the work to which they have dedicated a very large 
portion of their lives. 

The major structural questions often asked of a social science discipline 
may also be appropriate in shaping a '•structure'' of citizenship education. 

But the answers are going to be different. For example, Schwab^ deals with 
three major kinds of questions in defining structure: What is the subject 

field of the discipline? What are the substantive concepts? What are the 
syntactical or methodological concepts? We can ask the same sort of questions 
about citizenship education. In the rationale which I have been discussing, 
the subject or field is thinking reflectively about policy decisions in our 
society. The substantive concepts are those which are useful in describing 
and understanding the issues in the context in which decisions about them 
must be made. Here the social sciences have obvious application. The syn- 
tactical or methodological concepts are those useful in arriving at rationally 
justified concepts. Here the social sciences are relevant, but other sources 
of concepts are not only relevant; they are critical. 

But what of the motivational power of presenting social science concepts 
as part of a structure of the discipline? Let us leave aside for now the 
question of the reality of the structure of a discipline, the outcome of man‘s 
arbitrary efforts to define and study a field, and his analysis of the results 
of that study. It is one thing to have failth that there is order in nature, 
including society as the natural setting in which man operates; it is another 
thing to presume that the dividing of reality into segments for study, the 
basis of a discipline, necessarily reflects that natural order. Leaving that 
aside, there is still an open empirical question as to whether the concepts of 
the social sciences can be taught most effectively as part of a total course 
based on structure, whether they are best taught in thin relationship to under- 
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standing societal problems, or whether a combination of the two methods is 
most effective. 

It does seem possible that the scientists belief about the motivational 
effects of studying concepts in a context of structure are too much a reflect- 
ion of his own excitement at creating structure. We do know that students 
tend to learn better that which can be related to and used in their own frame- 
work for iewing and construing reality. As Professor Si gel has pointed out, 
we too often ignore the fact that students come to the classroom with their 
own conceptual and affective frameworks. Teaching is not a matter of simply 
painting something on a tabula rasa ; it is a matter of interaction between 
what we want the students to learn and what they have brought to the class- 
room. We cannot, for example, impose strategies of thought that seem best 
for handling the three major types of problems involved in political-ethical 
discourse. The task is to help the student to develop intellectual strate- 
gies of maximal appropriateness, recognizing that the student's frame of 
reference will have an impact and that the strategies will undergo change 
as he attempts to use them in his own life. 



Inculcation of Values 

What of the affective, as opposed to the intellectual, side of values 
in the social studies curriculum? I am not suggesting that we should incul- 
cate values; I am not suggesting that we should not, either. Although some 
value judgments are at least implicit in what I have been saying— for example, 
the commitment to a rational, reflective mode of persuasion— the instructional 
intent is to help students develop concepts useful in identifying and clari- 
fying their values and implications of their values. At the same time, my 
position assumes commitment to the basic societal norms that structure our 
debates on policy. These norms are acquired largely outside of the school, 
although the elementary school and to some extent the secondary school can 
play an important role in sharpening and reinforcing commitments to norms. 

As social studies curriculum people', we should not blush to impress ort 
students the importance of these societal values, perhaps stressing human 
dignity as the basic commi tment— wi th other central values, such as freedom 
of speech, defining the characteristics of dignity. 

In emphasizing the importance of particular values, we must help the 
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student keep in mind the inevitability of conflict between the values. We may, 
for example, stress a representative majori ty-type of decision-making process 
as a value derived as a natural extension of a commitment to the basically 
rational nature of man. To this value we should juxtapose another value that 
is extremely important in our society, expressed by such people as Thoreau and 
currently under fire across the nation: the right to individual belief and 

to dissent. 



Conclusion 

There are a number of other matters that could be discussed, related to 
the approach to values I have described: materials and teaching strategies, 

intereactions of these materials and teaching strategies with students who 
have different personality characteristics, the grade level at which this 
approach might be introduced, the kind of sequence that might be followed, and 
the kinds of evaluation problems that one gets into with such a curricular 
approach. However, these items are outside ths scope of this conference. 1 
Vould simply like to close, then, by emphasising again that values and, in 
particular, value judgments must be a central concern of the social studies 
and this must take us beyond the social sciences as a source of concepts for 
the curriculum. 
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CHAPTER 14 



VALUES IN THE CURRICULUM 
Michael Scriven 



Introduction 

I want to argue for two points, both of which seem to me vital to the 
whole question of dealing with values in the curriculum, and both of which are 
almost completely at odds with common views about this problem. The first 
point is that the vast majority of value disputes are capable of settlement by 
rational arguments. The common slogan that '‘one person* s values are as good as 
another* s' 1 is usually false and is usually an indication of insufficient train- 
ing in empirical investigation or logical analysis. 

The second point is that the analysis and resolution of value disputes is 
one of the most difficult intellectual problems that we over put in front of the 
child in the course of the entire curriculum. A tremendous job lies ahead of us 
in developing methods and materials to teach teachers and children how to deal 
with this complex matter. 

The Place of Ultimate Values 

in disputes about what is "right,** what is "better," and what "ought" to 
be done, the discuss ion frequently ends with the disputants in disagreement 
about the issue, but in agreement that the argument cannot be carried further. 

A common conclusion is that You can*t dispute basic values." Let us use the 
common term "ultimate values" to refer to these values that are unarguable, in 

the sense that no further facts or logic can be mustered to show whether they 
are sound or unsound. 

It Is possible that there is no such thing as an ultimate value. One of 
the best philosophers in the country once said that he had never, in the course 
of any debate on any moral issue, found a disputant who could not be shown, at 
every point, to be appealing to yet further considerations of fact or logic. 

The stopping-point of value-disputes, then, is very often a point of disagree- 
ment about a complex matter of fact, such as the actual effects of pornography 
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on grade schoolers, and not a dispute about ultimate values at all. 

The question of whether ultimate values exist is not very important, how- 
ever, if it is true, as I believe, that the great majority of value disputes 
can be settled by empirical investigation and logical analysis. The educational 
task is to push back the frontiers of analysis as far as possible, not to worry 
about whether there is a last frontier. There is an interesting analogy in the 
physical sciences. The status of determinism need not be settled before we 

agree that the right approach is to seek for causes of all phenomena with all 
our effort. 

Educatio n About Values Versus Indoctrination in Values 

It follows from what has been said that most training of children in the 
realm of value disputes should have the purpose of helping them to become more 
skillful in clarifying issues, in verifying facts on which they believe their 
value judgments rest, in analyzing the soundness of the logic by which one 
value is based on another, and in examining the logical consistency among their 
values. This enormous task will keep us all busy for a long time to come, with- 
out brinjing us to insoluble problems involving ultimate values. And one can 
only deny that this is the approach we should be taking by showing that ulti- 
mate values are encountered early rather than late in the process of tracing 
back the logical underpinning of everyday value disputes. 

Let us take the hypothetical example of a sixth grade class discussing a 
particular issue about freedom of speech. Assume that, in the midst of an ex- 
plosive social situation, the making of a scheduled political speech by a member 
of the opposition would involve a large risk of rioting and loss of life. Should 
the authorities prevent the speech? 

A common approach, in the rare cases where this kind of material is dis- 
cussed at all, is to earnestly ask the class what they think should be done. 
Should the sixth-graders 1 views on this subject be regarded as important, 
interesting, valid? No, no more than their views on the merits of Freudian 
psychology or the quantum theory. Can the teacher tell the children what the 
right answer is? Probably not, since her views may have not better factual and 
analytical basis than those of the children. 

One way to begin to analyze the practical problem mentioned, where the 
value of life has to be weighed against the value of free speech, is to imagine 
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■ what It would be like to abandon one of these values. If,. for example, we 

abandoned freedom of speech as a value, what new institutions or system of 
rules would be required or possible to ensure a well-informed populace? What 
would be the logical consequences, for other values in our system, of abandon- 
ing the right to speak when speaking threatens life, limb, or property? What 
facts would be needed to jssess the consequences of the change? How would it 
be decided whether to ban the speech? What redress for wrong decisions would 
exist? 

The educational process suggested here has nothing to do with indoctination 
in its usual sense of an effort to instPl particular values or viewpoints other 
than by rational proof. In some contexts, indeed, indoctrination is taken to 
mean the instilling of particular values plus a resistance to rational exami- 
nation of those values; sound educational policy must explicitly condemn in- 
doctrination in that sense. 

A third and perverse definition of indoctrination is sometimes encountered, 
according to which any process that affects the values held by individuals is 
indoctrination. By the first definition, indoctrination is nonscientif ic, which 
does not necessarily make it a bad thing. By the second definition, indoctrin- 
ation is anti-rational, and therefore a bad thing for those who value ration- 
ality, as educators must. By the third definition, indoctrination is neutral 
with regard to rationality and morality, which may or may not be flouted by 
such indoctrination. Unfortunately, the term is all too often used without 
analysis, as a pejorative term to discourage the application of scientific 
methods to the study of values, and it then becaomes a tool for irrational and 
immoral ends. Such use is irrational because it denies the use of rational 
methods to problems for which they are appropriate. It is immoral because it 
stands in the way of moral progress. 

Our goal should be the straightforward development of cognitive skills for 
handling value disputes— not persuasion or indoctrination in the usual sense. 
Moral reasoning and the moral behavior it indicates should be taught and taught 
about, if for no other reason than that it is immoral to keep students ignorant 
of the empirical and logical bases behind the morality which is behind the law 
. and the institutions which incorporate this country 1 s virtues and permit its 

^ vices. But in addition to this intellectual payoff is the practical benefit 

to a society of possessing members who are skilled in making value judgments. 
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Such a society becomes a moral community, offering important benefits to all of 
its members. 

Values in the Curriculum 

Values in the curriculum should not be a wholly separate subject, but 
should have the status of a pervasive substructure, like critical thinking and 
clear expression. Value analysis work should begin in kindergarten and contin- 
ue, with problems of increasing complexity, through high school. We can begin 
at what may be called the level of practicality in value analysis— the evalu- 
ation of products. Then, we might go on to the area of personal problems where 
questions arise about behavior that is wise or foolish, sensible or not. We 
can talk about good and bad behavior, meaning, at this ’’prudence level,” good 
or bad for you. We can then progress to the area of social problems--moral i ty 
in law and politics— and finally to the level of international problems, where 
we come to the root question of whether or not international conflict is a 
domain for morality, a domain where moral judgments other than prudential ones 
can be given sense or made to stick. 

I think such a sequence suggests itself naturally, and presents many ad- 
vantages. Even at the early level of the evaluation of consumer goods, there 
are rather sophisticated procedures and distinctions which will carry through- 
out the rest of the curriculum. But at that early stage, the basic moral 
problems ^o not yet need to be faced. As the student grows older and the sub- 
jects more complex, more ractical ethical problems are introduced, in the 
course of teaching other things. 

A Basis for a Moral System 

As teachers and students push the logical analysis of values farther and 
farther, the question of ultimate values will arise more and more insistently 
and, eventually, perhaps even legitimately. If an ultimate value must be 
found, the best candidate for the position is ’equality of rights.” This is 
a value to which our schools and our nation are already politically committed, 
and thus has the great potential advantage of being reinforced by the prevail- 
ing mores. It is not open to criticism on the ground tha appeal to it in the 
public schools violates the separation of church and state. Equally important. 
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“equality of rights 11 is a value upon which a whole system of mo. ality can be 
built, a complete rational system based on this single premise. 

There is not time here to spell out the moral system that can be based on 
equality of rights, but one can say that it is a system very like the humanist 
tradition of this country, as well as much of the Christian and Buddhist tra- 
ditions. Neither is there time to describe the full meaning of equality of 
rights, although it is essentially embodied in the provisions of our consti- 
tution and our laws on voting and due process, l/hile f do not object to giving 
“equality of rights" the temporary status of an ultimate value, a strong argu- 
ment can be made for supporting this value on rational grounds, Jjy' appeal to 
probability, game theory and welfare considerations. As indicated earlier, it 
is still an open question whether any values are needed that go beyond that 
which is supportable by rational appeal to logical analysis. 

Techniques 

There are two dimensions to teaching how to handle values: the cognitive 

and the affective. V/e have been discussing mainly the cognitive side of 
values. In cognitive training, the methodology is that of the logician and 
the lawyer. In the analysis of legal systems, sutth questions arise as, l.'hat 
would be the conflicts if everyone followed this rule.' What exceptions can be 
justified for this rule? and, V/hat cases are subsumed under this general 
principle? Still other questions, the answers to which require factual materials 
from the social sciences, are. What would be the consequences of breaking this 
rule? V/hat alternative rules might serve the same function? What is the sig- 
nificance of a particular custom to those who support it? 

But there needs to be moral motivation as well as moral insight, which 
brings us to the affective side. The basic motivational training for a moral 
system based on equality of rights is closely connected with the training 
needed for understanding the positions and motives of other people. It re- 
quires seeing yourself in the other person's shoes and fostering of empathy 
and sympathy. Role-playing is appropriate in a great variety of historical, 
political and social situations* it encourages full use Ov materials available 

j 

to support the role, and requires an active effort to understand the position 
of the person whose role is assumed; it is an excellent way to promote sympathy, 
and hence to promote moral behavior under the axiom of equal rights. Other 
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techniques that will help to put the student into another's position are the 
use of graphic audio-visual materials, field experience, interviews and dis- 
cussions. 



Materials 

With few exceptions, there should be no separate materials for value- 
training, just as there should be no separate subject matter. For the most 
part, materials should be multi-purpose. Some examples follow. 

in elementary science, students could begin very early to evaluate the 
relative merits of instruments. They could, for example, construct their own 
balances, and discuss with each other the relative merits of criteria of 
sensitivity, capacity, cost and ease of use. 

/ 

Another example is the use of materials from American constitutional law. 
Constitutional law. embodies much of the nation's moral code. It represents 
an attempt to create a just or moral society, and its legal aspects give good 
training in the study of moral analysis. Since constitutional law also re- 
^ fleets much of a nation's history, it provides for moral analysis an ideal 

entree to the schools' history offerings. 

Conclusion 

We need an approach to values in the curriculum which is pedagogical ly 
more explicit than at present, but not necessarily handled explicitly in a 
separate part of the curriculum. We should train students to assess alter- 
native arguments about values in a consistent and intelligent way, and to 

push the rational analysis of values as far back as they can. Seldom if ever 

* 

should a discussion of values end with the conclusion that the view of the 
student— or of the teacher— is as good as anyone else's. A value judgment is 
as good as the reasons for it, and as weak as the reasons that support alter- 
native views. 
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CHAPTER 15 



ROUND TABLE: VALUES, MORALITY AND RATIONALITY 



Understanding, Versus Commitment To, Others 1 Wants 

Taba: I would like to get a little more clarification on the affective and 

cognitive sides of valuing* Let l s take the example of putting your- 
self in another person's shoes* The playing out is one thing* You 
play out what you already have inside of you and feel. But there 5s 
also the question of the expansion of empathy. Does an increase i n . 
skills of argumentation cause an expansion of sensitivity? The 
materials you use for empathy have to be different from the materials 
used to develop cognitive skills* They have to bring new meanings or 
extend feelings in some way, 

Scriven: I make your distinction between playing roles and increasing sensi- 

tivity very sharply. I want people to see that they have to do more 
than teach children the role-swapping technique. If they want child- 
ren to behave morally, then they have to get them to sympathize with 
the other child whose role they adopt. They must feel the pains of 
the other child. This is where the distinction between indocti nation 
and education is crucial. That is why it is of very great importance 
to me that we support the equal rights doctrine. Given an under- 
• standing of that doctrine, I can argue that if a child puts himself 
in another 1 s shoes and understands what he wants and what his point 
of view is, he will come to a moral conclusion, a conclusion that 
will move him and change his behavior. And I think that we are en- 
titled to put some pressure on him, as we do every day in every 
school in this country when we say^^How would you like !t if Johnny 
took your pencil?* 1 It is not as if we don‘t do it. We do it all 
the time. I am arguing that we ought to be honest about it, and that 
we are perfectly right in doing it. 

However, you are quite right that understanding and a commitment 
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Shaver: 



to act are two quite different things. The extension of one’s 
analytical capacity to see the point of view of others is one very 
important part of moral analysis. The second part, the extension 
of your motivational structure, means that you are moved by the 
other person’s point of view. 1 agree that both are important, 
and that we ought to be prepared to develop both. Parents, of 
course, have much greater rights and obligations concerning moral 
training than do the school systems; they should see that they have 
to do better in such matters. 

In teaching empathy, the Harvard Project used a variety of materials, 
including what we called “empathy" materials. For example, the 
students in the suburban community where we taught didn’t know much 
about slums. We found a very good movie, The Quiet One , which very 
graphically illustrates a Negro youngster’s day in a slum. The 
purpose of the film was to emphasize what living conditions meant 
in the boy’s life. Many students were shaken by the movie. 



Defending One’s Values 

Shaver: There is another aspect that we have found extremely difficult to 

teach children: analysis of the discourse taking place. This 
analysis is extremely important for arriving at a rational decision. 
We asked our students to keep two questions in mind: (1) "What is 

my position, and how can l defend it?' 1 ; and (2) ''What is going on 
in the discourse, and how can I analyze the intellectual process so 
that I know what is appropriate next?’ 1 One of the most crucial 
cognitive concepts to teach youngsters, for example, is the concept 
of relevance. They must be able to analyze the discourse and decide 
what is relevant at each point in the argument, if the argument is 
to be productive, that is, if their own position is to be clarified 
along with those of others. 

We wanted the children to know that we were concerned about 
their opinions, because we wanted them to examine therr own commit- 
ments, and to be able to support them. Our students were amazed when 
they discovered that we were really interested in what they believed, 
and that if they could support their position, we would accept it 
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rather than insisting that tiey adopt our position. It is the pro- 
cess by which you arrive at a decision that is crucial. Oifferent 
people using sound intellectual processes arrive at justifiable 
positions which are different. 

We used two strategies in having the children take positions 
and defend them. One was 4 :o have a student take a position and de- 
fend it personally in a one-to-one confrontation with the teacher; 
the other was a type of dialogue, with a lower affective level. 

With the first style, the student was asked, "Do you think the police 
should have dragged the speaker off the podium?" "Why do you think 
that?" "What values support your position?" Using the second style, 
the teacher would ask, "What problems can you see with the action of 
the police?" "How do you think other people would react to this 
situation?" With this second style, no one student was forced to 
take a position and defend it. Issues were dealt with at what I call 
the societal, as opposed to the personal, level. 

Our research on the use of the two methods showed the following: 
When we made an overall comparison of the two methods, there was no 
significant difference, as is so often the case in educational re- 
search. But when we categorized students on personality traits, 
we found that one type of student did better with the first style 
of teaching, and another type did better with the second style of 
teaching. These results are not only interesting in themselves; 
they, also point to the possibility of much more fruitful education- 
al research, through greater use of designs that show interaction 
effects. 




Affective Impact of Value Questions 

Sigel: An important problem here is that your project was getting highly 

involved in the affective life of the child. Irrespective of the 
academi cian* s rational, analytical approach, these values have 
high affective valence for the child. Conflict is produced which 
can only be "resolved" by acceptance of the conf 1 ict— which is a 
very difficult thing for children, or for any of us, to do. There 
can be conflict of the child's beliefs with society* s views, with 



o 

ERIC 



135 



f 


his parents 1 views, and also with what the child perceives as the 

teacher 1 s beliefs, no matter how neutral or supportive the teacher 
tries to be. 

Such differences in viewpoints become very significant be* 
cause we are now much more in the affective than the cognitive area. 
Regardless of the skills employed to solve the value problems, the 
content is highly emotional. 

There are many out-of-school factors. Unless we are sensitive 
to them, <nd especially to possible school-home conflicts, we are 
discussing values in an ivory tower. If a child in the South goes 
home and says, “I learned in school that the I.Q.»s of Negroes are 

as high as whites," there may be real trouble for the child and for 
the teacher. 


Shaver: 


You are right. We found that children are frequently .punished • 
rather than rewarded for thinking in ways that are original or in- 




dependent. Exposure to our curriculum created a lot of problems 
at home, and we found it useful to give our students advice about 
"using reflective thinking judiciously," which meant, “Be cautious 
about challenging your parents 1 positions." A youngster is doing 
something that is quite reasonable but very upsetting to his parents 
when he tells his father that he doesn f t have evidence for his 
position, or that there is another value that he is not considering, 
or that he should define his terms more carefully. 



Scientific Versus Ethical Questi ons 



Senesh: 


1 would like to direct a question to Professor Scriven to clarify 
my own thinking. Suppose that I ask my class a question, and you 
ask your class a question. My question is, "What caused the un- 
employment during the Great Depression: the low level of economic 


> 


activity, or the laziness of workers?" My reason for asking the 
question is that 1 know ahead of time that 1 have failed the student * 
if he tries to prove to me Shat lazy workers caused the unemployment. 
Nowi you ask your class, "What is more important, liberty or'^pros- 
perity?" 1 pose this problem because you have indicated that there 
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is hardly any difference between the two questions. 

Scriven: The big difference between the two questions you have posed is not 

that one is in economics and the other in ethics. It is that the 
economics question is rather specific, while the ethics question is 
quite abstract. Suppose your question were, "What causes unemploy- 
ment?" Then iaziness and lack of demand are both plausible answers. 
The question, "What caused unemployment in the Great Depression?" is 
much more specific, and a specific answer is possible. 

I am entitled to the same degree of specificity. 1 have an 
answer to the question, "Is liberty more important than property 
when somebody, by publishing an editorial which criticizes the 
government, finds that his newspaper is burned?" I think I have 
failed my student if he says that burning a newspaper is such a 
serious crime against property that we ought to censor the editor. 

My point is that we cannot give students "right" answers to 
questions that are extremely complicated, or very abstract, or 
poorly specified. Our duty as teachers is to show them how to 
find the arguments on both sides of such questions, what they have 
to do to find additional relevant evidence, and what are the various 
values that must be considered. 

Ends and Means 

English: We seem to keep getting close to what has been the big headache for 
me in trying to develop a social science program and trying to help 
teachers teach it. I agree entirely with Professor Scriven that we 
have to introduce ethical discourse, rational criticism of values, 
into the whole school curriculum, including the social scL jces. 

The real problem for a social science teacher is to show the young- 
ster how, when his values are clear, he makes their, take effect in 
society? What I am saying here is what Max Weber said long ago: 
the relation between the intent of a political action and its re- 
sult is almost always paradoxical. What seems to be restraint, 
justice, correct action in a given situation, may actually cause 
more injustice. One of the dangers in teaching youngsters to argue 
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purely in terms of rational values is that they may miss this kind 
of thing. 

This is the old problem of means and ends. There are situ- 
ations in which, if you use certain means, you won*t get the ends 
that you were hoping for. This is something that the social 

scientist is up against all the time and should try to deal with 
in his classes. 

Shaver: I disagree with your assessment of the danger. If I understand you 

correctly, you are talking about another very important element in 
the curriculum to be taught, in addition to rational analysis of 
values and policies. The question is, once you have decided on an 
appropriate policy, how do you ensure that it is implemented? 

Scriven: I think that Or. English is indicating a source of uneasiness about 

the tough line on values which I take, and that his question should 
be answered explicitly. It does not follow, from the conclusion 
that one knows how things ought to be arranged, that one should, 
therefore, set out singlemindedly to bring about such an arrange- 
ment. It is extremely important that, as part of ethical and value 
analysis, we consider reasoning such as this: "If we had a revo- 

lution, the resulting state of affairs would be incredibly better 
than the present state of affairs; but it isn*t worth having a 
revolution to get the change, because the gain isn*t as big as what 
we would lose in the revolution." I think the message illustrated 
here has got to be repeated many, many times. One must not think 

only in terms of ultimate goals, but also in terms of the cost of 
intermediate goals. 

You must also take account of another point: "Don*t strive 

for what is right if it is opposed by a large number of the people, 
even though they are wrong or probably wrong, if the gain is not 
greater than the cost of overriding what they want to do." This 
is a separate point. It isn*t just that the course of bringing 
about this state of affairs may be so expensive that the ultimate 
gain is negative. But it is also the case that with respect to some- 
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body 2 s values which are indefensible, you may have to make a big 
allowance, not as if they were actually defensible, but very much 
of that magnitude. 



Social Studies as a Vehicle for the Study of Values 

McNee: 1 would like to hear more discussion on the whole question of the re- 

lation of the social sciences to the study of values. Let*s grant that; 
the study of social values, or values in general, must be a part of 
the curriculum. Let*s grant also, as Professor Scriven has very well 
established, that there are advantages if the teaching of values is 
linked with the social sciences, What we haven 1 t directed ourselves 
to at all is the opposite side of this coin, which is: "What are the 

pluses and minuses for the social sciences in having them taught in 
connection with values?" I don*t think you can get anything free in 
this world. If you link the teaching of values with social sciences, 
perhaps you lose something by not linking it with, say, language arts. 

We are bound too much by tradition. We all seem to be thinking 
that the social studies exist as an unchanging package in the schools, 
rather than thinking that there are certain things that we want to 
get across, and asking what are the various possible curricular ar- 
rangements that would yield the best results. 

Shaver: The best way to arrange the social studies is an empirical question. 

But I don*t think that the important question is what the social 
sciences tend to lose or gain. That is really irrelevant to general 
education. The important question is, what do the social sciences 
contribute, what can they contribute, to genera] education? We cr ; n*t 
avoid the question of what we want to do with general education. We 
must ask ourselves, "Is it part of the general education program to 
train social scientists— to induct students into the social sciences?" 
We also have to ask if it is part of the general education program to 
induct students into carpentry, and into deep sea fishing. I do not 
think that: general education owes anything to the social sciences. 



McNee: You are willing to be the rider, but not the horse. You want to 

teach values, or teach about values, and you are willing to use the 
social studies if that suits your purposes. But you are not willing 
to have the social studies people use values to suit their convenience. 
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Shaver: 



No. I am saying that the social sciences are an important ingredient 
of a general education program aimed at teaching children to analyze 
public issues. The social sciences have a lot to contribute in the 
way of information about an issue and the context of the issue. 

Social science also has a lot to contribute in methodology — 
hypothesis-testing, the historian's concern with the validity of 
documents, and the like. 

Whether the student learns to use these concepts or intellectual 
strategies and to apply them to public issues best in the context of 
a course based on the structure of geography or some other social 
science, or in a course that I might organize to deal with important 
public issues and bring in social science concepts as they seemed 
relevant, we don't really know. We did find ..out in the Harvard 
Project that over a two-year period when our students put in only 
about one-third of the usual time on a U.S. history course, their 
learning of U.S. history and political science did not suffer. As 
a matter of fact, when we looked at items testing knowledge that 
was part of a history course and also relevant to our problem units, 
such as racial segregation in the South and problems arising from the 
growth of labor unions, we found that our students learned more 
history than students in a regular history course. This experience 
indicates to me that there is doubt that basing courses on the 
individual social sciences is the best approach for general education. 



Morris- . Professor Scriven, you seemed to accept the idea that the social 
sett: 

studies curriculum is a proper place for value judgments. Would 
you care to comment further? 



Scriven: 



» 



You have to distinguish two types of value judgments, non-moral and 
moral. Elementary science study is one of the places where it 
should be stressed that the empirical sciences are also involved in 
evaluations? activities— the evaluation of instruments, descriptions* 
theories, hypotheses, predictions, accuracy, and so on. All of this 
is part of the activity of the scientist, whatever field he is in. 

So, evaluating goes through the whole structure of education, whether 
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it is physical, biological, language arts, or whatever. But 1 want 
students to see that moral value analysis has little relevance until 
you get to the place where more than one human being is involved. 

That is what morality is about. Moral judgments naturally come 
into social sciences more than into other subjects because the social 
sciences deal with relationships among people. 



i 





Morality and Rationality 

Morris- Professor Feigl, do you have a comment? 
sett: 

Fiegl: I am still a little confused as to whether we are talking about the 

same thing when we talk about values in the social studies curricu- 
lum. So, I want to repeat for emphasis something Professor Shaver 
has said already very clearly. Namely, it is one thing to study 
evaluations— and clearly the social studies and social sciences are 
full of such studies— but it is another thing to inculcate values. 

I am not saying indoctrinate, but rather to impart some value atti- 
tudes, to mold the evaluational attitudes of those to be educated. 
This can be done in a variety of ways. It can be done in a physics 
laboratory by showing that it is unfair to use an instrument that 
another person has just prepared for an important experiment. There 
is an ethical issue there. In any kind of context, moral questions 
can come up. 

Now, I whole-heartedly agree with Professor Scriven that we 
should carry rationality to the limit, but we should first lay our 
motivations frankly on the table. We are both humanistically in- 
clined. This is only a label, but you probably understand what I 
mean. We feel that in this day and age of science, the fundamental 
basis of value judgments, moral value judgments, should not come 
from the supernatural, should not come from a theologically framed 
religion, but from somewhere in human nature. This is a very rough 
and inadequate formulation. But both of us believe that moral value 
judgments should be rational. 

However, Professor Scriven and I are also very much interested 
in the analysis of meanings of terms, and he knows as well as I do 
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that the term "rational) 1 and the noun “rational i tv" cover a multi- 
tude, not of sins, but of virtues. To speak the language that we 
both understand and appreciate, like the language of Ludwig 
Wittgenstein, there are family resemblances, not necessarily strict 
common denomi nators, among the various meanings of a given word, 
such as the word rational . I will list only a few of these mean- 
ings. 

(1) We say that a person is thinking in a rational way if 
his performance is in accord with the norms of deductive logic: 
consistency and conclusiveness of reason is one virtue. 

(2) A person could be quite consistent and conclusive in his 
deductive reasoning and be quite irrational with respect to induct- 
ive logic. In other words, he does not learn the lessons of 
experience; he does not make the proper generalizations, or induct- 
ions. 

(3) We call a person irrational if he uses the wrong means 
toward the end that he has in view. If I take a pound of butter 
in order to pound a nail into the wall, you will say, "Feigl must 
be crazy." It is not a very good way to hammer a nail into a board. 

(4) Professor Scriven also pointed out that we must consider 
the cost of the means, and not just the financial cost. There are 
all kinds of burdens that we impose upon ourselves in order to reach 
certain ends, and if someone does this in a very inappropriate way— 
if he uses means that are much more costly, not in financial terms 
only— then we call that irrational. On the other hand, a very 
effective use of means, a very parsimonious choice of means, is 
another meaning of rationality. 

(5) Finally there is ethical rationality. If you conceive 
it roughly along Kantian lines, it seems to be rational to allot 
equal rights to everybody; it has a certain flavor of rationality. 

I agree that there is a family resemblance, but no more than a 
family resemblance, between the previous concepts of rationality 
and the concept of moral rationality that includes the norms of 
fairness, justice, and equality of opportunity for all. But it 

is a different thing. 
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Berlak: 
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Scriven: 
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Hy major question to Professor Scriven is: is not the norm of 

equality itself a matter of commitment rather than something that 
we can justify empirically? If we do justify this norm empirically 
and say that it, too, can be regarded as a means to another end, 
namely, a happy and harmonious society, then we can immediately 
repeat the question,. Is this end morally right? 

I would like to add another question, because I think Professor 
Scriven can handle them both at the same time. What is the role 
of empiricism in morality, and how is empiricism related to ration- 
al i ty? 

First let me speak to the argument of Professor Feigl that you must 
distinguish the study of people 1 s values from indoctrination. He 
agrees with this distinction, but doesn't quite see that what I am 
talking about is something different. I am talking about training 
people to make the evaluations right; and I am saying two things 
about such training. One, we do it all the time, and we know very 
well we can do it properly; yet, we conceal from ourselves the 
fact that we do it. We do it with respect to teaching how to do 
good, how to give good answers to examination questions, and how 
to distinguish a good from a bad account of the causes of the 
American Revolution. We do it when te are talking about whether or 
not this microscope is a good microscope by comparison with that one. 

The instances I have mentioned are ail cases where the fight 
about the criteria is not the oig fight in terms of Professor Shaver's 
illustrations. But that doesn ! t matter; it is still valuing, evalu- 
ating. It is still the activity of making value judgments in the 
straightforward sense that you come up saying that something is 
good, better, worse, bad, and so on. We should be explicit and 
honest about this. We also should push it as hard as we can and 
be willing to move it into the social sphere and talk about the 
superiority of a particular form of government in a particular time 
and place. We should be willing to say, for example, that trying 
to run a medieval system in the situation described in the E.S.I. 
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unit was a mistake. It was not the best system for those people 
at that time, and we can show why it was not. 



Feigl: But you have some norms up your sleeve. 



Scriven: 



r> 



I have no norms up my sleeve. I have up my sleeve the fact that I 
have studied these people enough to see what in fact they wanted. 

It is not a norm; i t 1 s a fact about them. 

Professor FeigPs comment brings us to the second point— his 
concern about the ultimate values to which I am appealing implicitly. 
First of all, 1 think rationality is not a concept with multiple 
meanings at all, but a cluster concept with multiple strands. That 
is quite different. Each of the things which Professor Feigl 
mentioned is a very important factor in determining somebody's 
rationality. One of them is not determinant; that is, a person 
might slip on one of the types of rationality, but if he holds up 
on all the others you will still judge him to be a pretty rational 
person. So, none of the particular types of rationality is a 
necessary condition, but the sum of them is a sufficient condition 
for being rational. 

Moral rationality. Professor FeigPs fifth category, seems to 
me independent of the others until it is shown to be dependent on 
them. I do not take moral justice or fairness to be a criterion 
of rationality until a demonstration is given that it is irrational 
for people not to be just or fair. That demonstration requires 
proof that the axiom of equality is in fact not the preferred axiom 
for the distribution of interpersonal consideration in society. 

That axiom has got to be made to stick. 

I make the axiom of equality stick in a straightforward way. 
Imagine a group of people with different though somewhat overlapping 
concerns, ultimate values in Professor FeigPs sense, needs and 
wants in my sense. There are various ways in which these people 
individually may act with respect to the others. They may give 
the others no direct consideration at all, concerning themselves 
with others 1 welfare only insofar as it is instrumental to their 
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own good. Or, their behavior might be anywhere on the spectrum up 
to complete altruism in which the slightest whim of another is a 
ground for them to kill themselves. Can we say anything about the 
empirical results of adoption of these various attitudes toward 
others? This is the key element in morality. I argue on analytic 
grounds that, in fact, the equality axiom gives the optimal solution. 
It is optimal in every situation in which your power to enforce your 
desires is not greater than the combined force of all others who 
might band together against you. This condition has held throughout 
the history of every society whose members have even the slightest 
education. That is the argument. 

Two comments should be made about this argument. First, it 
does not beg any moral questions. I am not saying this is the best 
form of morality because of some previous moral commitment. I am 
saying that because you are hungry, and because you want to social- 
ize, because you want shelter over your head, there is a practical 
problem in front of you. Out of that practical problem, we generate 
the system of allocation of consideration which is morality. There 
is no presupposition of morality. 

Second, the question arises of what we should do with the argu- 
ment in the school system. I say that whether or not you agree with 

•• 

my arguments for the superiority of that axiom, you are not allowed 
to teach in the school system if you do not accept them. Ours is 
the school system of a democracy which is committed to the equality 
axiom in just the sense that I have stated. This is the sense that 
is embodied in our constitutional law, and is a basis for the moral- 
ity system. Thus, I have supported the argument on both theoretical 
and practical grounds. 

A final point, in response to Professor Berlak's question: 
it seems to me that the notion of rationality includes empiricism. 
When we say that somebody is rational in the ordinary sense, we 
include empiricism. In the same ordinary sense, I am saying that 
the support for morality is empirical, that the support comes from 
objective, observable facts. And it is the social sciences which 
give us the data for solving the empirical aspect of moral disputes. 
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That is why social sciences are peculiarly relevant to moral judg- 
merits. 



Rational Arguments for Ultimate Comnitmenf s 

Feigl: I want to reply to Professor Scriven by saying that one man's whim 

is another man's profound moral insight. The majority is not neces- 
sarily right. If you look at what little we know about the develop- 
ment of moral codes throughout the history of mankind, you find some 
genuine innovations. I am disregarding now the theological aspects, 
such as matters connected with after-life and relations to the 
supernatural, and thinking only of moral attitudes and behavior: 
love thy neighbor, and even thine enemy. The Romans, the great 
stoics, even Aristotle himself, had absolutely no taste for that. 

So, this was an innovation. 

Can we give rational arguments for these ultimate commitments, 
such as love thy neighbor and the principle of equality? I maintain 
that the cultural anthropologists of the last century confused mores 
with morality. Proof that folkways are different in different 
places on earth requires only a trip around the world. That is 
obvious and trivial, what is perhaps not quite so obvious is that 
there is a convergence in the moral ideals, in the norms, of man- 
kind. Despite the horrible violations of these norms, as in 
recent history, these standards come more and more to the fore in 
humanity at large. Perhaps I am overly optimistic on this, but I 
do think that certain principles of morality emerge, as in our 
civil rights program and our growing objections to war. 

There are moral commitments in back of these convictions about 
social issues. But I do not think that we can justify them as 
means to further ends. You come to the end of the rope somewhere, 

in a logical reconstruction of any kind of dispute concerning what 
ought to be done. 





You come to the end, but the end is not a secret ultimate value. 
It is needs and wants. It is the facts of life. It is the fact 
that you have got to solve the problems of social living if you 
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intend to continue to live, not because you are saying that life is 
good, but because you are saying that you want to live. 

That is a value judgment. 

Of course it is a value judgment, but not a moral value judgment. 
Yes, it is an ultimate commitment. 

It is not a moral value judgment, l/e are talking about where the 
moral ultimate comes from. It is not a moral source. Of course, 
it is an ultimate commitment. That is what gives the driving force 
to search for the moral solution. There is no question about that. 
Reason, as Hume said, is the slave of the passions. If you don*t 
have interests, you are not going to be concerned with logic. The 
fact that you have interests, that you want to live, is a fact. It 
is not a value judgment. It is a fact. 

But it doesn't settle moral issues. 

The desire to live does net settle moral issues. It generates the 
problem from which you construct the system of laws and morality 
which does settle moral issues, and which creates the concept of 
morality. In precisely the same way, an interest in games creates 
the game of chess, for which the phrase good move is then defined. 

We wouldn 1 t necessarily all conclude that life is good. 

Not in the least. The remark that life is good strikes me as 
vacuous. I don*t think it is either good or bad; it just is. But 
killing people wantonly is bad. 

Why? 

Because that is something you can evaluate in the framework of rules 
and norms which can be defended rationally in the situation where 
it is a known fact that people want to live. You do not have to 
come up with a conclusion that eating is good or that life is good. 
That is the power which drives the system to live. 
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Herbert Feial 

I want to add a few remarks on the value problems that have been discussed. 
There seems to be agreement that the school as well as the home has some respon- 
sibility for moral education. Since this is so, we should be clear on the 
philosophical basis for the inculcation of fundamental norms. 

I still hold to my previous opinion, which differs from Professor Scriven's. 
There are ultimate values, which cannot be justified by appealing to logical 
consistency, deductive reasoning, or empirical research. When there is diver- 
gence in judgments, based on ultimate values, there are four possible procedures 
to settle the differences: (1) coercion— sometimes requiring violence, which I 

abhor; (2) persuasion; (3) compromise; and (4) higher synthesis. 

We can illustrate these methods with an example of two fellows who want 
to go out for an evening. One wants to go to a burlesque show, the other to a 
James Bond movie. The issue is not important enough to suggest coercion. One 
may be able to persuade the other to his point of view. They may compromise 
by going to both shows in succession. Or they may decide on a higher synthesis, 
by going to the symphony! In international matters, the alternative to coercion 
may be found in a higher synthesis, in which national sovereignty is abandoned 
and a world state based on world law is created. 

i am optimistic enough to believe that through the experience of living 
together on this planet, we are slowly approaching some sort of common demon - 
inator in our basic moral norms, such as: do not do harm to your neighbor; love 

thy neighbor; be kind, helpful, fair, just; and try to achieve certain personal 
perfections. Of course every one of these terms is open to persuasive definition. 
My viewpoint is that of a scientific humanist, which seems to me to be a proper 



solution for our age of science. 



Hichael Seri yen 

A fallacy that seems to be commomplace in curriculum rtructuring is the 
imposition of logically sound categories on curricula without investigating 
the question of their pedagogical utility. The field of critical thinking 
gives one of many examples. There are logical distinctions of great importance 
between hypotheses and observations. But it is not worth structuring curriculum 
in terms of these logical distinctions unless they have, not just teachability, 
but value in teaching. They must contribute to increasing enlightenment. 

There is no evidence that, because things are perfectly clear to* a teacher 
or curriculum maker, it pays to make them clear to the student. I looked at 
a sociology curriculum recently and came to the following conclusions. It 
teaches a vocabulary, but the net intellectual gain from it is indistinguishable 
from zero. If you want to talk to sociologists then it is splendid: you can 

talk to sociologists. If that is the value you are aiming at, it has a value. 

But we are supposed to be talking about other kinds of values: insight, the 

capacity to explain, the capacity to predict, and the capacity to classify and 
describe more efficiently than we could before. If these are the criteria, 
vocabulary itself does not contribute toward meeting these criteria. 

It is not that one can easily say what classifications give one intellectual 
insight. The history of psychoanalysis is the history of a fight about this 
kind of question: Is psycho 1 ana lysis a re-description of old phenomena or is 
it a genuinely new and explanatory theory? 

None of us ought to go very far with curriculum work without getting one 
of our worst enemies in as an evaluator. We must give him money to tear our 
curriculum to pieces. We must listen to somebody who says, "What you are doing 
is teaching them a new way of talking about the same old things, and at the end, 
they won't know a thing more, except a new way of talking about it." 

There is another general point to be made about attempts to produce con- 
ceptual reforms of the curriculum. There is a tendency to go looking for con- 
cepts to hang everything on, the "fundamental concepts" of the discipline, and 
then to hang everything on them. Nothing is more boring than doctoring elementary 
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material so that it will hang on the same coat rack as Ph. D. theses. The kids 
are bored by it, 1 am bored by it, the teachers are bored by it. Of course, it 
looks neater. We have restructured experience in terms of 9j basic concepts; 
but that is not really what we are after. We are trying to increase the extent 
to which children understand those aspects of their experience which they did 
not understand before. Understanding is not just describing. 

There is no clear empirical evidence that giving highly organized structures 
of knowledge to the children is really going to be the best use of our time and 
theirs. It may be that it is much better to spend a very little time giving * 
them hints about the overall organization, and to let the full picture come alive 
as a by product to discussing in low-level terms many specific cases that they 
find interesting and challenging. 

Another matter that has come up in the conference is the defense I gave 
in the Ford and Pugno book for teaching geography and history early in the 
schools, which is quite the opposite of Professor Senesh's approach of using the 
other social sciences in the elementary grades. Hy reason for suggesting this 
sequence is that the theories of sociology, economics, anthropology and political 
science are so very weak, as compared with the validity of the data available to 
them, that it would be a fatal disservice to education not to communicate the 
data and it is this which comprises history and geography. 

In our discussion of cooperative work among the disciplines, in the 
Consortium, I have talked of a multi-disciplinary approach, rather than an inter- 
disciplinary approach. The notion of an ultimate synthesis of the social sciences 
is a dangerous myth, and an educationally vacuous myth, at the moment. There 
could be an ideal setting in which we can synthesize social sciences and produce 
something pedagogically valuable. Right now that is not true, but each of the 
social sciences has an enormously important contribution to make. The children 
will understand this better if they see the social sciences as autonomous subjects. 
I agree with Professor Senesh in this respect. We should not try to blend the 
social sciences until we know much more than we do now. 

Lawrence Senesh 

In making concluding remarks about the conference, I will confess at the 
beginning that I consider this an opportunity to sneak in some ideas of my own 
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that have not been brought out sufficiently in the conference. 

One very important point should be emphasized, because it has such a far- 
reaching implication. It is that the child lives in a real world where he is 
exposed to all kinds of experiences. The home environment issDmetimes one of 
brutal social realities. Television brings the outside world into the home. 

Modern communications and the child's own experience bring poverty, violence, 
discrimination, traffic accidents, authority or lack of it, within the view of 
the child. Unfortunately we cannot tell life: "Please wait until the chile is 

ready for these experiences." The child's mind is overwhelmed by social realities. 
It is our job to help children discover a design that underlies the chaos of 
events. 

I do not agree with those who say that ideas and theories are more complex 
than experiences. When a child asks questions, he is seeking orderliness, a 
simplification of facts — which is what theory is. 

Theory is the ordering device for life itself; and life is the curriculum, 
not economics or political science or sociology. But in order to understand life, 
we have to use the individual social sciences, for the sole reason that there is 
no unified social science theory yet. That is the reason I see no sense in 
teaching social studies, which consist of generalizations of such a high level 
that they are not useful in problem-solving situations. 

Earlier in the conference, we discussed the relationship of knowledge to 
behavior, attitudes and skills. I became more convinced than ever that it is 
through the use of the analytical tools of knowledge that we get the desired 
changes in behavior, attitudes, and skills. 

Professor Si gel described in his speech, quite correctly, the many obstacles 
in the way of communication between the theoretician and the child. I hope that 
his speech was not meant to discourage us, but rather intended to irritate and 
stimulate us to more innovation. The difficulties must be overcome, and we 
must learn how to establish a meaningful relationship between the child's 
experience and the body of theoretical knowledge. 

The conference has probably opened up more questions than it has answered, 
and j will mention those that seem most important. 

(1) A question raised by Professor Taba a number of times, as well as by 
others, is: "How can this dialogue among specialists such as those gathered at 
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this conference be continued so that some useful synthesis of their knowledge, 
interests, and efforts will emerge?" 

(2) How can we best encourage progress in evaluation methods, so that we 
know whether the innovations into which we put so much effort are right? 

(3) How do we know whether the "market" is ready for new curriculum ideas? 

If the market is not ready, should we put the new ideas in mothballs until it 

is ready? Or should we do as most business firms would do: advertise and create 
a need for the new product? 

(4) How can we establish good working relationships between the people 
who are primarily responsible for teacher training and those who ■. work on 
curricula um innovation? This question has come up again and again; there have 
been many sparks, indicating continuing conflict. I don't know how serious the 

conflict is, but we should think very hard about how to bring about cooperation 
between these groups. 



1 . 
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SURVEY OF SOCIAL STUDIES CURRICULA AND TEACHING 



Purpose 

In 1916, according to the historian, Charles Keller, university 
professors and social studies teachers in the schools by and large ceased 
communicating. 

Today, fifty years later, many university social scientists have once 
more become actively concerned about social studies programs in the schools. 
Government agencies and private foundations have financed a number of research 
and development programs iu social studies education, and the resulting wealth 
of materials and curriculum proposals could revolutionize social studies teach- 
ing. 

Yet, any sound program of social change must be based on a knowledge 
of the structure on which it is to be imposed. And outside of course titles 
and printed materials used, very little is known of the current state of social 
studies in the schools. No systematic, broad-scale study has been made. 

Course titles and printed materials only hint at the content of 
classroom teaching. Little or nothing is known of the extent to which modern 
social science concepts have penetrated into the classroom content of courses 
with titles like "Civics" or "World Geography". No body of research tells us 
what values are being instilled in the classroom or what goals teachers and 
administrators perceive for their social studies programs. The desire for 
change on the part of teachers and administrators is unmeasured by any reliable 
scale. The educational level and attitudes o>f social studies teachers are 
unknown factors. 

There is currently no guideline against which future progress can be 
measured. Nor is there substantial indication as to whether studies currently 
in progress will help remedy all the weaknesses they might in the present programs; 

In January 1965, the Social Science Teaching Institute at Michigan 
State University initiated the development of a series of questionnaires designed 
to collect vital information relative to the current status of the primary and 
secondary social studies programs in our public schools. As a preliminary step 
two major conferences were held in East Lansing during the months of November ■ 
and December 1964. The primary purpose of these conferences was to determine 
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-he Undo of information that would be needed for the proposed investigati.on 
and the most appropriate methods of collection that might be used. At the 
November conference a number of distinguished university social scientists 
were invited to participate; at the December conference a select group of 
primary and secondary social studies teachers were invited to the campus - 

After a careful review of the transcripts of each conference, the 
staff at the Social Science Teaching Institute proceeded with the construction 
of the first set of instruments. This initial set (which has since undergone 
five major revisions) was designed to collect data in twelve critical areas. 
The areas included: 

(-) Bcf'ic control information (name, name of school, course or 
tc-'.zH , sen, etc.) 

, ■ * ' < * ■ j a * \ ^ i 7 

(2) Objectives of social studies courses. 

(3) Use of textbook and procedure for selection. 

(4) Degree of change in social studies programs. 

(5) External and internal influences on the social studies 
curriculum. 

(C) Background information on the teacher (educational level of 
parents and spouse, courses taken in eight social science 
disciplines, associational activities, student teaching 
preparation) . 

(7) Identification of social issues considered inappropriate for 
class discussion. 

(8) Use of social science concepts. 

(9) Use of supplementary materials. 

(10) Critera for assessing students* grades. 

(11) Teacher attitudes toward selected social issues. 

(12) Methods of handling discussion of social issues in class. 

AH the present stage of development the instrument in composed of si? 
cub-sec tiers with a seventh sub-section under construction. All of the above 
data have been incorporated into the questionnaire. The six completed sub- 
sections are. identified as follows: 
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I. INTRODUCTION 



a. control data 

b. objectives of social studies program 

c. changes in social studies curricula 

d. selection and use of textbooks 

e. external and internal pressure groups 

f. appraisal of social studies programs 

g. distinction between social studies and social science 

h. distinction between social studies and humanities 

i. possibilities for the scientific analysis of social behavior 

II. PERSONAL DATA (B-i) 

a. control data 

b. undergraduate and graduate educational background 

c. family educational background 

d. educational and professional responsibilities 

e. associational activities 

f. graduate and undergraduate hours in: sociology, geography, history, 

ecoiijomijcs , psychology, political science, anthropology, general 
social science 

g. opportunities for continuing education 

h. problems related to the teaching of social issues 

i. comparison of subject’s position on issues with those of other members 
of his academic community. 

III. SUBJECTS TAUGHT (S-l) 

(A separate form is used for each social studies subject taught) 
a* text and supplementary materials used 

b. use of classroom time 

c. use of course outline and (or) study guide 

a . * 5 ' **: 

d. methods of assessing a student’s knowledge 

e. objectives of the particular course 

f. students goals and objectives for this course 

g. content areas of the course to be evaluated 

IV. TEACHER ATTITUDES (T-l) 

(The teacher is asked to respond to the following statements on a five- 
point scale; (1) strongly agree, (2) Generally agree, (3) Take no position, 

(4) Generally disagree, (5) Strongly disagree.) 

* • *• > •' • . : * • 

1. All citizens should be given equal rights and freedoms. 

2. It is wrong for people to practice any type of marital arrangement other 
than monogamy. 




3. 

4. 
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5. 

6 . 

7. 

6 . 

9. 

10 . 

11 . 

12 . 

13. 



Every human life is sacred under all circumstances. 

Every person should be guaranteed as much education as he can 
benefit by. 

Students have an obligation to remain loyal to their friends rather 
whan report instances of dishonesty. 

All naturalized immigrants should have the same civil rights as native 
citizens. 

Americans should support the dissemination of birth control information 
to all adults who request it. 



There should be a high degree of conformity among students. 

The government should not giva aid to families that fail economically* 

The Aiaericr.n way of life should *>': extender, to other countries. 

The right £..*• vot s should be given tc rll adults regardless of their 
knowledge and Under standing of our government. 



The government should not have the right to halt a strike. 

All United States citizens who arc communists should be deported or 
jailed. 



14. A child should not be required to salute the American flag if it is 
against his religion. 

15. An individual should be permitted to achieve whatever he can regardless 
of the expense to others. 

16. There should be stricter supervision of purchasable reading matter and 
movies in order to safeguard our children. 

17. Corporal punishme.it should be used as a means of reinforcing our basic 
values. 

18. Communist doctrines should be discussed in school. 

19. Bureaucracy is a very serious threat to individual liberty. 

20. We should faithfully support our country ‘‘right or wrong 15 . 

V. CONTROVERSIAL ISSUES (1-1) 



In reference to each of the twenty statements outlined under TEACHER 
ATTITUDES, the subject is asked to respond to four structured questions 
concerned with how these issues should be handled in class. These ques- 
tions are: 



a. Could this issue be taught as an objective scientific question: 



Yes i 

No 2 

Don’t know 3 



b. Would you teach anything about /this issue? 

Yes, I would make certain it was included in the course 1 

Yes, I usually do. but. it depends on other topics 2 



Yes, but only if a student raised a question about it 3 
Ko, it is not appropriate at this grade 4 
No, it is not appropriate for social studies 5 
No, it shouldn’t be discussed in school 6 



c * ^ yes, what conclusions or beliefs would you want your 
students to arrive at after it had been taught? 

Accept the idea completely 

The idea is usually good, but there may be exceptions in 



some circumstances 2 

One conclusion or opinion is as good as another 3 

Usually this idea is not right, but it might be accepted ~~ 

in some circumstances 4 

Reject the idea completely 5 

Can’t decide 5 

No response 7 



d. In general, which of the following methods would you use in 
teaching about this idea? 



Present as a conclusion or belief with little or no discussion 1 
Present some facts and have moderate discussion 2 

Encourage discussion and the gathering of basic facts 3 

Have students examine the issue in historical perspective 

and/or in comparison, with other societies 4 

Have students do a systematic investigation of the issue 

so they may base conclusions on the evidence 5 



VI. CONCEPTS I 

One hundred and forty concepts are cited from the fields of geography, 
sociology, political science, economics, psychology, and history. The 
subject is asked to indicate if he (1* actually uses the concept in class, 
(2) teaches the idea without using the specific concept, or (3) does not 
use the concept at all. 

The 140 selected concepts were condensed from an original list of over 
1400 taken from the Dictionary of the Social Sciences , This list was 
subdivided by discipline and members, of the faculty at Michigan State 
University in the corresponding departments were asked to indicate which 
concepts they felt students should be familiar with after completion of 
high school. The next stop was to have these selections reviewed by 
elementary and secondary teachers before final selection was made. 

The seventh sub-section (under construction at the present time) is 
being included for the purpose of examining the teachers’ use of fifty selected 
concepts in class. Below each concept are listed several possible meanings or 
ways in which the concept may be used. The respondent is asked to check the 
one response which most clearly represents his usage of that item. Three of 
the possible five choices vary in terms of level of sophistication, the fourth 



choice is a ’wrong response* , and the fifth permits the respondent to indicate 
that he makes no use of the concept in class. Segregation , one of the concepts 
selected may serve as an illustration: 

Segregation : 

(1) separate sections of a city reserved for Whites and Negroes. 

(2) the separation of people with like physical and (or) social 

characteristics • 

(3) an ecological process which is always involuntarily imposed upon 

the members of a minority group. 

(4) the act of discriminating against minority group members. 

(5) do not use. 

As a .Tu-nj of selecting the most appropriate alternative, a number of elementary 
and high school social studies teachers were asked to define the several con- 
cepts as they used them in class. Their responses were then transferred to 
index cards and classified according to grade level taught. By using this 
technique it was possible to place the responses on a continuum of sophistica- 
tion sanging from the lower elementary grades through high school. 

TESTING THE INSTRUMENT 

During the various stages of development, the instrument was subjected 
to experimentation on several occasions. The first stage of the preliminary 
•’fudy was conducted at Indianapolis, Indiana. Several members of the faculty 
at both the elementary and high school were administered the questionnaire in 
an interview situation. Hot only was this a time-consuming process (each 
interview required about 2 1/2 hours) , but there was also a question of the 
validity of responses, since the subject could not remain anonymous. Next, 
members of our staff visited the school systems of St. Joseph, Warren Woods, 
and Petosky, Michigan , to continue with the experimentation of the instruments. 
Selected sections of the questionnaire were administered during personal 
interviews at St. Joseph and Petosky, and later altered so that they could be 
self -administered in a group situation at Warren Woods. It was noted that if 
proper direction and supervision is given, all six sub-sections of the ques- 
tionnaire can be effectively self -administered . This procedure was found to 
be not only a time-saving device, but also a means of providing anonymity for 
the subject. 

The most recent administration of the questionnaire was completed 
during the month of August 1965. At that time, two summer institutions at 



Michigan State University were tested. Included were the American History 
Institute, which had an enrollment of about forty high school teachers, and 
the Geography Institute, with an enrollment of about forty-five teachers. In 
each instance, the entire questionnaire was presented as a self-administered 

instrument in the group. The same degree of success was noted as was found 
in Warren Woods. 

The teachers participating in the American History Institute were 
used as a sample of the total population tested for the purpose of performing 
a quantitative analysis of their responses. After these responses were coded 
and punched on data cards, a program was selected to calculate frequency dis- 
tributions and percentages of the several alternatives. The Control Data 

3600 was utilized for this purpose. The findings relative to this sample were 
reported. 

CONTINUATION OF THE RESEAPni 

The Social Science Teaching Institute is seeking funds to conduct a 
nationwide survey, using the instruments that have been developed in this 
study. If the study is funded, the field work will be conducted by a survey 
organization that is staffed for sampling and interviewing on a national basis. 
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A COMPARATIVE CULTURES APPROACH TO TEACHING VOCATIONAL AND CITIZENSHIP 
EDUCATION IN 9TH GRADE SOCIAL STUDIES 



During the 1964-65 academic school year the Institute for Social 
Science Teaching at Michigan State University, under the directorship 
of Dr. Wilbur B. Brookover, carried out a pilot project at Pattengill 
Junior High School in Lansing, Michigan to determine the feasibility of 
further research in using a comparative cultures approach to teach voca- 
tional and citizenship education in the public secondary schools. 

In cooperation with Pattengill Junior High School, Mrs. Kay Howell, 
project teacher, taught two classes using the experimental approach and 
two classes using the standard curriculum in the school system as control 
groups. Reading materials, films, and transportation for field trips were 
purchased or rented with funds made available by the Social Science Edu- 
cation Consortium. Facilities and funds for an evaluation of the project 
were made available by the Institute for Social Science Teaching. 

The experimental approach consisted of a comparative cultures frame- 
work to provide a meaningful perspective to the study of man in his work 
and citizen roles. Within this framework, basic social science concepts 
were taught, with an emphasis placed upon self-understanding and the 
nature of social organization. The students in the control classes studied 
the traditional course established by the school system, which included a 
direct and prescribed study of occupations and a structural study of local, 
state and federal government. 

Various attitudinal and informational instruments were employed to 
evaluate the effectiveness of the two approaches. While these measure- 
ments did not indicate significant differences between the experimental 
and control gr— **, the interest, enthusiasm, and achievement of the 
students who - ->ied the experimental materials and the positive obser- 
vational evaluation of the teacher and several social scientists seemed 
to warrant further exploration. 

Funds have been secured from the U.S. Office of Education to evalu- 
ate a repeated pilot project, using the design described above, during the 
1965-66 academic school year. 



CLASSROOM RESEARCH OH SUBGROUP EXPERIENCES IN A U.S. HISTORY CLASS 



Keith Elkins 
Martha Porter 
University of Chicago 



PART I 



SUBGROUP EXPERIENCE IN TWO UNITED STATES HISTORY CLASSES: 
ORGANIZATION OF STUDENT EFFORT AND THE PRODUCTION OF IDEAS 



Keith Elkins 



0 



TABLE OF CONTENTS 

Background and Purpose 

Procedure 

Examination and Interpretation .... 

Epilogue 

Notes 

i Guide for Group Activity 



1 

4 

8 

18 

20 

24 




/ 

/ 

/ 

/ 

/ 

/ 

i 




BACKGROUND AND PURPOSE 



In a prior study done under the auspices of the Social 
Science Education Consortium,* the researchers were interested 
in investigating the effects of learning by inquiry in the social 
studies classroom. They began by listing some of the assumptions 
underlying the model of inquiry for teaching developed by Thelen : 3 
• • .that participation in subgroups gives students an opportunity 

i 

to try out (hence clarify) their ideas' •• .helps prepare students 

i 

to listen to the ideas of others '... and increases confidence. •• • 
That through such interaction, and with increased confidence, the 
student acquires: a) willingness and ability to formulate and 

organize ideas; b) a sense of commitment to the subject under 
inquiry. .. .And he develops a 'readiness' to make "a” and "b !: above 
manifest in class discussion, written reports, oral reports, or 
other (classroom tasks)." 

The researchers hypothesized that "...participation in 
small groups tends to increase a student's (confidence), regardless 
of ability." They found confirmation for this hypothesis. In 
addition they found evidence that subgroup interaction increased 
student interest in working with friends. There was also a greater 
generation of both new ideas and a desire to get more information 
on the assigned topic. 
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Of these discoveries the generation of new ideas as a 
result of subgroup participation was a provocative one. Subgroup 
activity is characterized by freedom from teacher punishment 
through criticism, implicit or explicit, of student contributions. 
Perhaps students in subgroup activities will, as a result of that 
freedom, generate t^eir o wn ideas for investigation and exhibit a 
greater commitment to that activity. If this assumption is cor- 
rect, and the materials for confrontation are carefully .selected, 
participation in the subgroup would result in an increase in con- 
fidence and hence a greater "readiness" to work. 

Building on the fundamental assumption that activity in 
the subgroup is a transition between private, individual investi- 
gation of a problematic state and public, class-wide investigation 
of a general problem, the researchers designed an experiment to 
study systematically the effects of three ways of organizing stu- 
dent effort in the classroom. On the premise that working individ- 
ually, in subgroups, and in full-class session neatly comprised the 
transition mentioned above, the researchers studied the relation** 
ships between these three ways of organizing student effort and the 
generation of student ideas for later investigation, a requirement 
they made common to all three conditions. They also studied the 
relationships between the three v;ays of organizing student effort 
and the satisfaction the students expressed in having been so 
organized. This, they felt, would allow them to draw conclusions 
about a necessary connection between a subgroup's provision of 
gratification and its stimulation of ideas. 

Over a period of twelve calendar days (eight school days 

spanning a four-day Thanksgiving holiday) the researchers gathered 

data in two prefreshman U. S. history classes taught by Mr. John 

4 

Patrick in the University of Chicago Laboratory School. 

The two classes, according to the teacher and the 
researchers who observed them in action, were different. Class A, 
which meets at 8:55 a.m. , (immediately following on one day a week 
their homeroom period in the same room with the same teacher) was 
composed of nine girls and tv/elve boys. It had fewer students the 
teacher called "talented." Among the students in this class were 
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four who read at the {Lab school) fourth-grade level, and only txvo 
who read at the level at V7hicb most in the other class read* Five 
students in this class were nev 7 to the Lab school this year, and 
two were repeating their prefreshman year. The rest fall into a 
loosely defined category one might call ,: Lab School average.” Mem- 
bers of Class A asked few questions when assignments were made to 
the whole class; they asked them individually as unanticipated dif- 
ficulties arose during the course of the class period, or in concert 
as unexpected implications became clear at the end of a class period. 
Class A, with fewer students speaking impulsively or compulsively, 
was more decorous than the other class. They "cover the ground" 
faster: twice during the time of the experiment they pulled ahead 

of the other class by as much as a full period. According to com- 
ments by the teacher, and observations by the experimenters, members 
of Class A "listen to each other" and "build" on each other's com- 
ments. They argued with each other and the teacher less than did 
those in the other class. In short. Class A, better known to the 
teacher and easier to work with, was quieter, more deliberate, more 
stable, more dependent, and less able than the other class. 

The other class, called Class E, met the fifth period of 
the day, from 12:10 to 12:50, and was composed of nine girls and 
fourteen boys. It had a majority of students the teacher called 
"talented." There were fewer students who fell into the loosely 
defined "Lab School average" category and none who read at the 
(Lab School) fourth-grade level. Class E asked many questions at 
the time assignments were made to the whole class but fewer than 
Class A onct, the students began the assignment. Class E was 
restive: although there were four in this class who never spoke 

at all, the rest never seemed to say all they wanted to. Members 
of Class E, when called on, spoke as if no one had spoken before 
them; that is, each made his point without reference to previous 
comments. Class E, then, was noisier, more impulsive, more volatile, 
more competitive, and more able than Class A. 
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PPOCEDUFF AHD DrSIfK 

T ?7 ith a tape recorder and two cruestionnaires , * the 
researchers observed both classes on three consecutive school days 
before the Thanksgiving holiday and five days after. Tne post- 
meeting reaction questionnaire (PI R) was designed to measure stu- 
dents* satisfaction with classroom activities . 5 The idea question- 
naire was designed to trace the origin in space and time of the 
students a ideas for further investigation . 6 The tape recordings 
we re intenaed to provide, if necessary, information concerning: 
a) pertinent teacher or student verbal behavior; b) teacher com- 
ments, whether supportive or punitive, regarding student behavior 
or claoS perfoimance; and c) student questions regarding the 
nature of the assignment. 

During the first few minutes of the first day, as a part 
of his introduction to the unit on political aspects of U. S. terri- 
torial expansion after the colonial period, the teacher explained 
in some detail the idea questionnaire: what it was for and how it 

was to be used. Then he asked if there were any questions and 
answered those that were asked. The plan, he said, was that the 
students would first spend a few class periods working individually, 
reading E o Other I?hite I en and recording ideas that occurred to 
them on the idea questionnaire, which they we re to keep with them 
continuously until asked to hand it in. Later on during the time 
devoted to the unit, he explained, they would select one of their 
recorded ideas, do documentary research in relation to it, and write 
the results in an essay. In addition to the rest of the first day. 
Class A spent all of the next, and Class E most of the next two 
days reading the novel. At the end of the first and second days, 
the PMR was administered to both classes, but to neither class at 
the end of the third. ® Both classes were reminded several times 
during this period to keep a running account of their ideas as they 
occurred, even during the holiday. 
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Reproductions of the questionnaires are appended. 



On the following ’-'onday , by which time students were to 
have finished Wo Other F*hite T: en , both classes found their classroom 
arranged for subgroup activity; tables had been placed to accommo- 
date groups of up to five persons, t itnout instruction, class mem- 
bers arranged themselves in groups of three to five members , 5 The 
teacher then distributed copies of the instructions for the work 
to be done in the subgroups: they were to select a chairman and 

recorder and then list all the questions they could think of that 
met tne standards included in the instructions that had been given 
them.* At the end of the period they were again reminded of the 
idea questionnaire, told that they coulu add ideas suggested to 

them by their subgroup* s list of questions, and then administered 
the PMR. 

The fifth, sixth, and seventh days were devoted in whole 
or in part to a critical analysis in full-class discussion of the 
questions generated in the subgroups the previous day. During the 
first few minutes of the fifth day students were helped to recognize 
the standards used in the subgroups' listing of questions could 
be used in full-class evaluation of all questions, which the teacher 
had compiled into a master list overnight. Both classes then con- 
sidered whether the questions on their master list should be 
accepted, changed and then accepted, or rejected as unsalvageable. 

At the end of the few minutes devoted to this activity on the fifth 
day , the teacher assigned the s^dents , as homework the task of con- 
tinuing the job begun in class, i.e., evaluating the remaining ques- 
tions and recording suggested changes? but he did not administer 
the PMR to them. ^ At the end of the sixth day, which was wholly 
devoted to the critical analysis of the questions, the PMR was 
administered to both classes. Several times during the sixth and 
seventh days (the latter devoted to the same activity) , the students 
were told that they could add to their own idea questionnaires, 
suggested to them by the cuestions on the approved master 
list. Toward the end of the seventh day, they were told to select 
one of the ideas listed on their own idea questionnaire, label it 



* A reproduction of the instruction sheet is appended. 
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as the one selected, and hand in the questionnaire. Then the P« R 
was administered. 

On the eighth day of data-gathering , the teacher speixt 
a few minutes in each class eliciting from the students specula- 
tions about what their next step should be. He then launched them 
into individual research, calling attention to prixtiaiy and secondary 
sources in the room as well as mentioning the resources of the 
library. At the end of the period he administered the PKR once 
again. 

The students in each class, then, worked under three con- 
ditions of classroom organization of student efforr: individually. 

“ u. * 

in subgroups, and in full-class session. These three c^i.ditions - 
or treatments - constituted the independent variable in this study. 
General satisfaction, as measured by the PI-R, was intended as one 
of the dependent variables. Production of ideas, as recorded on 
the idea Questionnaire, is the other dependent variable. 

The design of the study lends itself to two general ques- 
tions: That are the differences in general satisfaction, as 

reported on the PWR, among the several conditions? What are the 
differences in production of ideas, as recorded on the idea ques- 
tionnaire, among the several conditions? Because the differences 
in dependent variable measures were also discovered to be a function 
of the observed differences betv/een classes, these questions will 
be rephrased for investigation. 

1. What are the differences in general satisfaction 
between classes when students work individually? 

2. What are the differences in general satisfaction 
between classes when students work in subgroups? 

3. What are the differences in general satisfaction 
between classes when students work in full-class 
session? 

4. What are the differences in production of ideas 
between classes when students work in subgroups? 

5. What are the differences in production of ideas 
between classes when students work individually? 



l 



6 * u h f t are the diffe rences in production of ideas 
between classes when students work in full- 
class session? 



Fhat are the differences in general satisfaction 

ana . production of ideas among the several con- 
ditions? 



7 . 
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FXAT.INATION AND INTERPRETATION OF DATA 

This study was primarily designed to show relationships 
among the three conditions of organization of student effort and 
the dependent variables, general satisfaction and production of 
ideas. Eecause of the uncontrolled effect on dependent variable 
measures fcy the observed differences between classes, however, the 
data will be examined for answers to the following general ques- 
tions: What is the nature of the pre-existent difference between 

classes? What effect does this difference, in combination with 
treatment, have on the production of ideas? With this in mind, one 
may examine Table 1 below for answers to questions 1, 2, and 3 in 
the preceding section. 



TA.BLE 1. 

POSITIVE RESPONSES NADE BY STUDENTS IN CLASS A AND CLASS E TO 
FIVE QUESTIONS ON TEE POST-NEETING REACTION QUESTIONNAIRE (PUP.) 

ORGANIZATION 

DAY ACTIVITY OF • STUDENT CLASS SATISFACTION PMR QUESTIONS* 

EFFORT 23456 



1 Intro to Unit 
Reading of Book 

2 Reading of Book 



4 Generation of 
Questions 

6 Evaluation of 
Questions 
Generated 

7 Evaluation of 
Questions and 
Selection of 
Idea 

8 Beginning of 
Investigation 



Individual 


A 


75 




E 


75 


Individual 


A 


100 




F 


68 


Subgroups 


A 


62 




E 


81 


Full-class 


A 


89 




E 


22 


Full-class 


A 


53 




E 


81 



Individual 


A 


63 




E 


57 



100 


100 


95 


90 


100 


91 


71 


63 


100 


100 


100 


90 


100 


100 


86 


75 


86 


76 


71 


81 


86 


90 


86 


86 


95 


79 


84 


79 


24 


61 


44 


61 


100 


100 


83 


83 


100 


67 


76 


67 


100 


88 


88 


88 


100 


86 


62 


71 



